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A - GENERAL PRESENTATION

Note:
Chapters 1, 2, 3, 4 and 6 are available only irEiglish and French versions.

Chapters 5,7 and 8 are available also in GermanSgahish (see the document in these
languages).

1. Pluralistic approaches

1.1. Short presentation

The term pluralistic approaches to languages and culturesfers to didactic approaches
which use teaching / learning activities involviegveral (i.e. more than one) varieties of
languages or cultures.

This is to be contrasted with approaches which ccdod called singular» in which the
didactic approach takes account of only one languaga particular culture, considered in
isolation.

We have identified basicallfour pluralistic approaches. The first one, thaercultural
approachhas had some influence on language pedagogy aralde of this seems to be
relatively well-known, even if it is not always eloped explicitly and genuinely in
conformity with its fundamental principles. The ethapproaches, which have a more
linguistic orientation, probably require a shoregentation. They avakening to languages,
the inter-comprehension of related languagasdintegrated didactic approaches to different
languagesstudied (in and beyond the school curriculum).

Theintegration of didacti@pproaches which is most probably the best knowthefthree, is
directed towards helping learners to establishslib&tween a limited number of languages,
those which are taught within the school curricul(either aiming in a “traditional” way to
teach the same competences in all the languaggkttaur defining “partial competences” for
some of them). The goal is to use the first languéwy the language of education) as a
springboard to make it easier to acquire a firseifpn language, then to use these two
languages as the basis for learning a second foreigguage (mutual support between
languages can go in both directions). This was poraach advocated as early as the
beginning of the 1980s in the work of E. Rouletisltalso the direction taken by numerous
projects exploring the idea of “German after Erglisvhen they are learnt as foreign
languages. And it is also present in certain apgresito bilingual (or plurilingual) education,
which seek to identify and optimise relationshipgag the languages used (and how to learn
them) and thus to create genuine plurilingual caempee.

In the approach ahter-comprehension between related languagggeral languages of the
same linguistic family are studied in parallel; dbeare either languages related to the
learner’'s mother tongue (or the language of edoicpbr related to a language already learnt.
In this approach there is systematic focus on teeepskills, as the development of
comprehension is the most tangible way of usingktivledge of a related language to learn
a new one. In the second half of the 1990s thexe mwnovative work in this area with of
adult learners (including university students)France and other countries speaking romance
languages, as well as in Germany. Many were supgoat a European level in the
programmes of the European Union. Examples of dpjgroach are to be found in certain
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materials produced fawakening to languagapproaches, but in general there has been little
development ointer-comprehensiofor children.

Recent European projects have enalaledkening to languagmovements to develop on a
broader scale, defining it as follows: &wakening to language» isised to describe
approaches in which some of learning activitiesangcerned with languages which it is not
the mission of the school to teach.” This doesmetin that the approach is concerned just
with such languages. The approach concerns theudgeg of education and any other
language which is in the process of being learntt B is not limited to these “learnt”
languages, and integrates all sorts of other Istguvarieties — from the environment, from
their families... and from all over the world, withtoexclusion of any kind... Because of the
number of languages on which learners work — véigno several dozen — the awakening to
languages may seem to be the most extreme fornuddligtic approach. It was designed
principally as a way of welcoming schoolchildretoithe idea of linguistic diversity (and the
diversity of their own languages) at the beginnafgschool education, as a vector of fuller
recognition of the languages « brought » by chiidsth more than one language available to
them and, in this way, as a kind of preparatoryrseweveloped for primary schools, but it
can also be promoted as a support to languageargahroughout the learners’ school career.

1.2. Pluralistic approaches and the development &fplurilingual and
pluricultural competence»

The second medium term project of the ECML, of whice ALC project is a part proposed
to make a contribution toa«major paradigmatic changete embody the development of a
global view of language education which would ideuhe teaching and learning of ALL
languages, in order to profit from their potentfat synergyl

This global view of learning and teaching of lang@and culture is a crucial contribution to
the establishment d?lurilingualism, the Council of Europe’s response to the challergfes
coping with linguistic diversity and achieving salotohesion.

What is at stake is the abandoning of a « compantimtised » view of an individual's
linguistic and cultural competence(s), an abandbithvis a logical consequence of the way
in which « plurilingual and pluricultural competence is represented by th€ommon
European Framework of Referendhis competence is notaccollection of distinct and
separate competencedmt in a« a plurilingual and pluricultural competence enquessing
the full range of the languages available to himAs¢p. 129).

This is expressed in th@uide for the Development of Language Educationckdl in (p.
67): «Managing the repertoirgwhich corresponds to plurilingual competencegans that
the varieties of which it is composed are not deatlh in isolation; instead, although distinct
from each other, they are treated as a single caempe available to the social agent
concerned.

One cannot emphasise too strongly that pluralsgproaches, as they are defined above,
have a key role to play in the construction of fihgual and pluricultural competence of
each one of us. For how in the world could one enshat the « varieties » would not be
« approached in isolation » if one were to limieself to « singular » approaches. ?

In other words, we think that if plurilingual contpace is really to be as it is described in
Council of Europe instruments, and if we want gealy to make meaningful the principle of
synergy it recommends, in order to help learnemtwstruct and continuously to broaden and
deepen their own plurilingual competence, it iseaesal to guide the to develop for
themselves a battery of knowledge (savoirs), skslsoir faire) and attitudes (savoir-étre).

1 V. le text of theCall for Proposalof the second medium-term programme.
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= about linguistic and cultural facts in general &téry in the category of « trans » : e.qg.
« trans-linguistic », « trans-cultural »)

= enabling learners to have easier access to a gpéiguage or culture by using
aptitudes acquired in relation to / in another leage or culture (or certain aspects of
them) — (battery in the category « inter » : e.mter-linguistic », « inter-cultural »

Knowledge, skills and attitudes of this nature,, @@nte clearly, only be developed when the
language classroom is a space where several laeguagd several cultures — and the
relationships among them - are encountered ancdegl That is to say, in a context of
pluralistic approaches to languages and cultures.

2. Why we need a reference framework

2.1. Why is it necessary?

Although there is now a good range of theoretical practical work available on each of the
different pluralistic approaches to languages auffiues, there is not yet (except in our
project) any reference framework of the knowledglklls and attitudes which could be
developed by such pluralistic approaches.

The lack of a set of descriptors is a serious ltapdio the teaching and learning of languages
and cultures in a domain which is a key aspechgfdidactic approach to the achievement of
the goals set by the Council of Europe.

This handicap is of special concern:

o for the development of curricula defining progressin acquiring knowledge, skills and
attitudes in these areas;

e for creating links between the different plurastipproaches and links between these
approaches and the learning of specific langualysss (which are both conceptual and
practical, in curricula and in the classroom);

e to gain recognition for the value of these appreachvhose potential is not always fully
acknowledged (with the consequence that two of theawakening to language and inter-
comprehension of related languages are often pedteas no more than “awareness-
raising”)

In our view, a reference framework — which is ie thadition of what has come to be known

as a « framework of competencés-»is an essential complement to existing instrusyen

especially the&european Common Framewook theEuropean Language Portfolios

2.2. Whois it for?

Like all sets of descriptors, the framework produda the ALC project is intended

principally for:

e anyone involved in curriculum development or “schpmgrammes” in all institutions
who have responsibility for this (Ministries, Agees, Institutions etc.);

e anyone responsible for the development of teachatgerials (in both public and private
sectors) whether for materials specifically desiher putting into practice pluralistic
approaches or for more « traditional» teachingenms, since we think that all language
teaching should be linked to these approaches ;

2 We deal with this topic at length in Chapter &ol.
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e teacher trainers / language trainers whether thiep@dy practise pluralistic approaches or
not. The framework is intended to give support ¢éachers already involved in the
innovations and to encourage others to do so.

In all three categories those involved can be gtl@avel and both in and out of school (since
CARARP is relevant to the whole of the cursus ofjlzage learning). It is also relevant — since
we see in it a perspective of global language amtural education — to all languages,

whatever their status, not just « foreign » or cosel » languages, but the languages of
education and the family languages of “allophoresgirhers [those who have more than one
first language]. It includes the languages of miggaand regional languages.

And of course, both beyond and through the workh&f « direct » target group, teachers in
schools and language trainers are concerned by @ARAheir daily teaching practice.

3. Competences, resources ... and micro—competences

The development of any framework of competenceauldhbe based on a concept of
competence which is clear, sound, coherent, andeatlboperational. However, it is a notion
— current nowadays in a great variety of contextsich is used in many different meanings,
often very vaguely.

We were already aware of some of the conceptudlgmts when we started the ALC project.
This awareness increased and became more profautite avork progressed and we asked
ourselves what were the sources which made usateesihd sometimes hindered our attempts
to structure and establish a hierarchy in the qotned materials we were trying to organése.

Because of this, our approach consisted of a tofrandetween the analysis of our problems
and looking at the literature dealing with the antiof « competence». It would be both
tiresome and of little use to give a detailed actaf this. It is relevant, however, to explain

the conceptual tools that we chose in the specdimtext of our work, with the proviso that

this is not necessarily definitive. In order to glify this presentation of the issues we have
divided them into two sub-chapters;

e a survey of the different accepted meanings andejus at present used to define the
notion of competence, together with other compldaamgnor neighbouring notions
which we also found helpful;

e a presentation of the decisions we finally arrie¢d

3.1. Brief survey of literature about the notion of« competence »

The notion of “competence” is central to tliiropean Common Framewor&nd our
guestions with regard to it stem from the fact thag often used to mean different things at
very different levels, which leads to a multiplicet of competences (with a risk of
« drowning » the concept) and making the whole me#used.

Nous rejoignions ainsi M. Crahay (2005, 15) pour«jil est urgent [...] d’entreprendre une
critigue conceptuelle serrée de la notion de coempés afin de dépasser le monisme
conceptuel gu’elle tend a instaurer Crahay annonce qu’il emboite le pas a Brorckar
Dolz (1999) lorsqu'’ils écrivent :

For this reason we agree with the view of M. Craf2805, 15) when he says s urgent to
undertake a rigorous criticahnalysisof the concept of competence in order to go beyoad

3in point 4 it will be seen that we have an induetapproach to this, based on formulations of «p=iance »
taken from several dozen resource publications
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conceptual reductionism which has a tendency toeldpv » Crahay follows the path
broached by Bronckart and Dolz (1999) when theyewri

[...] it seems clear that it is not reasonable to « thimough » the problematic of education if we
use a term which in the end covers all the aspefctshat we used to call « higher psychological
functions » (...) and which at the same time accaptscancels out all the epistemological options
related to these functions (knowledge, skills, baha etc.) and to the sociological and bio-

psychological features by which they are determir(gd 35).

He goes on to say that « the notion of competendika Ali Baba’'s cave where one can find
all possible theoretical strands of psychologyapxised one next to the other even when they
are contradictory. » (p.15).

A survey of the literature shows that the concdptamnpetence has a complex history, with
sources in linguistics (cf. Chomskyan competeneeised by the socio-linguist Hymes, for
example) as well as from theories related to psxdesl training (cf. the evaluation of
individual competences) and to ergonomics.

Without going into details, we will indicate sometbe milestones in the development of the
different approaches.

Basing itself on Weinert (2001, p.27 — 28), the Swiproject HARMOS defines
« competence » as:

[...] the aptitudes and cognitive skills which aniindual possesses or can acquire in order to solve
specific problems as well as the disposition ardrtfotivational, volitional and social aptitudes @i
are linked to these factors in order to apply tbRitgons to problems with success and in a fully
responsible way in a variety of situations.

Competences in this definition are considered asghelated to a set of states of readiness.
This is also the view taken by Klieme et al. (2002) who add that such sets of states of
readiness< enable people who possess them to solve sudbessitiain kinds of problems,
that is to say to master concrete situational reguients of a particular kindln the same
perspective, Crahay (2005, 6) defines competense&ra integrated network of items of
knowledge which can be activated to accomplishstask

Crahay refers to Gillet (1991 quoted by Allal, 1990 79), who describes competence as
having three constituents:

e «A competence is composed of a number of relatetsitd knowledge.
e It can be applied to a set of related situations.
e Itis directed towards a resulp

These three constituents correspond therefore @éo«tpplication of an organised set of
knowledge, skills and attitudes which enable onacmomplish a certain number of tasis
Crahay (2005, 6) comments that this idea is alsbetdound in the definition proposed by
Beckers (2002, 57), who adds an important furtih@edsion:

[...] competence is to be understood as « the abilitg sfibject to activate in an integrated way
interior resources (knowledge, skills and attitydes be able to cope with a set of tasks which are
complex for him $Rey, p. 57).

Allal (1999, p. 81) definesompetencas:

4 We have excluded from the outset the notion afigetence as innate, which seems of little interest a
pedagogical point of view.

S This is cited from a Decree of the French-speakinognmunity of Wallonia-Brussels.
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«an integrated and functional network composedcofnitive, affective, social, sensory-motor
constituents capable of being activated to act sitbcess to deal with a related set of situatiens.

Jonnaert (2002, 41) points out that this activatisnboth a selection and a way of
coordinating resources, while Rey, Carette et K@®02) cite a number of authors who hold
similar views, after Le Boterf (1994, 1999)amd insist on the fact that a competence does
not require just cognitive resources in the subjaat also the activation of those best suited
to cope with a situation which has not always bpeaviously encountered. (p. 3). Jonnaert
(2002, 41) adds that ever and above dealing with issues efficiently[.h¢ tnotion of
competence supposes that the subject looks chtiealthe results of what has been done,
which should also be socially acceptable

Reyet al (2002) emphasise thatrcmost cases, in order to accomplish a task, onst mot
only choose one, but several of these elemenssthérefore a question of complex task®.
3).

Le Boterf, whose work is in the area of the psyobglof work and of ergonomics, takes are
rather different view from the definitions so faraged : if, indeed, a competence is

«an ability to act, that is to say an ability tdeigrate, activate and transfer a set of resources
(knowledge, information, aptitudes, reasoning dtt.d given context to cope with different problems
which are encountered or to accomplish a task ;cbrapetence is not located in the resources
themselves, but in the activation of the resourthe. nature of competence is to be seen as «yaoilit
activate » (1994, p. 16)

This view puts special emphasis on the importaridbeprocessof accomplishing tasks in
given situations as being the competence itself Ron «competences only exist as
competence in actiom

Perrenoud (1999) continues this line of thoughafirsg that «he ability to activate [...]

suggests the idea of orchestrating and coordinatmgtiple and heterogeneous resources.
(p. 56). For him, ¢he question of whether these activation schemaggart of competence
itself or whether they are a « meta-competence arofactivation ability”, itself activated

each time one expresses a specific competenceharefore activates resourcesis an open

question (ibid. p. 57p

Similar nuances of definition are expressed by &egl (2002) whan fine distinguish three
levels of competence, as follows:

¢ Knowing how to carry out an operation (or a pre-gaiined sequence of operations) in response to a
signal (which, in school, could be a question, mstruction, or a known and identifiable situation i
which there is neither difficulty or ambiguity)his is a «basic procedure »or « competence at the
first level »

e Possessing a range of such basic procedures andikgan a situation not previously encountered,
how to choose the most appropriate one; in thisecan interpretation of the situation (or a
« framing » of the situation) is necessary ; thisiéfined as ¢competence at the second level”

¢ Being capable of choosing and correctly combiniegesal basic procedures to cope with a new and
complex situation; this is ‘@ompetence at the third level(p. 6).

6 Perrenoud’s position is much more nuance@anstruire des compétences dés 'échB97. He says « « Le
Boterf (1994, 1997), who has developed the baga iof activation, risks muddying the issue by deéin
competence as « an ability to activate ». Thispsedty picture which generates a risk of confusgince the
activation of cognitive resources is not the exgis of a particular skill that one could call 4l to
activate » No universal “ability to activate»whialould be used in any situation and would be appteall
possible cognitive resources exists, unless ib iset confused with individual intelligence and theest for
meaning » (p. 35).
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3.2. Decisions taken about CARAP: conceptual instmaents and content
3.2.1. Initial conclusions
Finally, the most important element to be retaifiech this survey is:

e the idea that competences are units with a dedreeroplexity, calling on different
« resources » (generally a mix of skills, knowle@dge attitudes) that are activated by
the competence ;

¢ that these are linked to “sets of similar situagigmo complex tasks which have social
relevance, that they are in this way in a « samakext » and have a social function;

e that they consist of a (class of) given situatipng$ the activation of varied resources
(skills, knowledge, attitudes) as much as of tls®ueces themselves.

These « resources » are sometimes called abilgets,of attitudes (Frenachsposition$, or
things known (Frenchonnaissancgsor constituents. We have kept the term resouasetis
the one which has the fewest connotations and ppeses the least what we are going to
include under the term.

We have described these resources as batiternal » (in order to contrast them with
external resources, such as dictionaries, grammarspetent speakers of the language used
as informers) and — adopting Rychen’s definitioaspsycho-social« constituents that are
practical, motivational, emotional and soci&ychen 2005, 15).

In other words the competences are viewed mainlhéndomain of social usage / needs,
while resources seem rather to belong to the doméimognitive (and developmental

psychology). In this view it is indeed competenadsch come into play when one engages
with a task. However, it is probably the resourtleat one can — to a certain point —
distinguish and list, defining them in terms of meag and working on them in educational
practice.

One can even wonder — and this speaks in favotheofusefulness of producing a list of
resources — whether a « competence » as it hasdederd above, linked so closely with the
diversity of situations where it is used, can reakk « taught ». Or, whether, in fact, it is not
the resources which can be worked on practicallythe classroom, by, among other
approaches, by providing varied pedagogical taskdefarners — the teaching in this way
contributingto the development of competenetssthe resources that are activated.

3.2.2. Renunciation: from a hierarchy of competenceto a diptych

The objective we formulated at the start of the Ai@ject (in the proposal presented to the
ECML for the second medium-term programme, thethenfirst descriptions we placed on
the ECML website) was to develop & structured and hierarchical set of descriptors of
competences »

The combined effect of 1) the numerous practicabms we encountered in our early
attempts to construct global hierarchies, evenanedimensional frame (for example, in the
domain of knowledge) and 2) what we read about ked to distinguish between
“‘competences and “resources” led us to the commrndtiat this objective was:

e extravagant, as the same resources can be usewja oh different competences it
would necessarily lead us to a high degree of réaoacy ;

e useless, since the competences are only manifestaction in situations which by
their nature are very varied, one can supposehhbgtcan in fact never be describable
in the form of a structured and closed set;
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e oversized, since it would suggest that we were ldapaf creating a model of all the
implications / relations included in the multipkespurces (which in itself would be the
equivalent of reconstructing the greater part bfre processes which are explored in
research on linguistic and cultural behaviour aod khis is acquired and learnt)

So we have replaced the initial aim of producingiexarchy in the form of a tree diagram
with that of a diptych, which in a way includes tia® extremes of the planned hierarchy (the
competences and resources). This was:

0 to describe the global competences which seemad ttm be recurrent and
specific in the context of the pluralistic approeshwhich we wanted to
promote

o to list the different types of resources which dtidue able to be activated in
different situations / tasks and for different catgnces.

Nevertheless, we have not renounced the idea,lbbenseen, of indicating a certain number
of fragmentary hierarchies in our lists; they assdadl on relationships of what is included
(generic elements as opposed to specific elemaMeshave also from time to time described
in comments certain relationships between differeggources which seemed of special
interest (in particular, of what is included inategory).

This is dealt with in more detail in chapter 5 whatescribes the way CARAP is organised.

3.2.3 Between competences and resources: the linofsthe dichotomy

The presentation we have just made might createirtipgession of a clear dichotomy
between:

e on the one hand, a set of complex elements (thgetances) consisting not just of a
set of resources, but also in the ability to atéwhem for a specific task;

e on the other hand of simple elements (the resoureisout taking account of how
they are activated

This simplistic view does not take account of taots:

On the one hand, as will be seen when we presertdimpetences (part B) there are features
of inclusion, or at least of mutual support amorgments which one would define as
« competences » as we have defined them. For eganipWe suppose that there is a
competence described asampetence to manage linguistic and cultural comoation in a
context of otherness (French - altérité)tss clear thatx competence in resolving conflicts,
overcoming obstacles, clarifying misunderstandisgand «competence in mediationare
competences on which the first one is based (ochviniclude the first oneNevertheless
they are also competences in their own right imtle@ning we have defined.

In the section of CARAP which deals with global quetences we will call this kind of
competence « micro-competence » which competencesn emore global, such as
«competence to manage linguistic and cultural comoation in a context of otherness
(French - altérité) »call upon in the same way as they call on « ressusc

It is also true that when we came to select anchidate these “resources” for our lists, we
often questioned — frequently without any defiratesswer — whether certain elements which
seemed clearly to have their place in our listeealise they are found in a meaningful way in
the competences which are specific to pluralisfipraaches, or because they can be
constructed in the course of learning activitiesere really « simple » (in the sense of being
«not made up of several elements). In fact, we wereinced that if we restricted the lists to
elements whose « simplicity » we could demonstcarly, some of our lists would look
very meagre.

So we have concluded that resources are not neitgsssimple » elements.
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These decisions led directly to a further problsmge resources can be compound, how do
you distinguish between them and “micro-competénd@s are they really “micro-
competences?) Both cases concern elements whach)ahemselves compound; 2) which
are constituent parts of competences.

Two answers are possible:

e the « compound » resources we have included aa#l cases at quite a low level of
formulation. We have not, for example, includedatiggors such a€an predict how
people of other cultures will conduct themselassthese seemed too complex to be
considered as resources in the way the authoreduot3.1 have defined them. But
how can one decide on a precise limit to compleXxgyond which a constituent of a
competence is no longer a « resource » but a «orommpetence »?

¢ the micro-competences are in fact competences,hwimean they include in « real
life » activities the ability to activate resourdescope with a specific task. This could
be applied taCan predict how people of other cultures will coadthemselvesBut
here, too, the limits are difficult to defin€an compare the relationship of sound and
script systems among languagesghich is one of the resources which we have
included in the list of skills and can easily l¢ada task in a school environment. But
where is the borderline between a school exerdighi® kind and other tasks whose
achievement requires the application of a “compmterfcf. the beginning of 3.2.1
above). Surely, there too, activation of resoutise® be seen. Should we think that
there is no “social function” (ibid.) on the grownthat it concerns the school, which is
in itself a social institution?

It is clear that we have to recognise that we aalidg with a continuum where any
borderlines are in part arbitrary and decisionsaere they belong are more a question of
pedagogic relevance and coherence than of thecafiph of completely objectifiable criteria.

But nevertheless we will continue in CARAP to digtiish resources, competences and
micro-competences.

4. The methodology of developing the framework

Our approach can be described as systematicallciive.

Each member of the team had at the beginning giithiect a wealth of experience in various
aspects of pluralistic approaches, broad enoudiate enabled us to construct a framework
simply be putting together and comparing our owaresentations of the concepts.

We rejected this approach because we considerdhbie dangerous (with a risk of being
enclosed in our own knowledge) and lacking in modas it would give the impression that
we considered that what other authors have wrdtethe subject would have brought nothing
to add to what we already knew or what we had direairselves written.

For this reason we decided that our starting pwiatuld be a systematic analysis of the
content of around a hundred publicatibfi®m which we collated extracts describing the
competences which interested us. This is the featdrich leads to speak of an inductive
approach.

7 The complete list is in the Appendikigt of resource publicatiofslt contains 94 references, some of which
themselves refer to several publications .
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Below is an account of how we carried out thist fetep of our work and will continue with a
description of the next steps.

4.1. Stage one: collating the entries

The resource publications are composed mainly ebrétical and reflective studies in the
domain of didactics relating to pluralistic apprbas (books presenting these approaches,
teaching materials, reports on innovations, agieleout various aspects of these) to which we
have added some curricula / school syllabi in whied knew that certain features of
pluralistic approaches were to be found; we alstuaed a limited number of works with a
focus more on psycholinguistics or language acomisitheory and which described
plurilingual and pluricultural functions in actiomhe majority (60%) of the publications were
in French, but we also included works in Englisi (Rublications), German (15) and
Portuguese (2)

The choice of these publications no doubt refla@ctgart our own ideas in this field, but it
seems broad enough to claim to genuinely representa

In order to extract the competence descriptors hwhiere of interest to us from the
publications, we designed a grid in the form odlaléd in which each of the formulations was
transcribed faithfully in the language it was omajly written in, sometimes with translation
into French or Englishtogether with some first attempts at reformulatihgm, when the
description we found was not clearly formulatedaasan do statement of knowledge, skill or
attitude which could be acquired by a learner.t{ed. first problem we mentioned at point 4.2
below which began to become evident at this sthgeiiowork).

Opposite each of the descriptors we collected -€hvhie have called “entries” — we needed
to mark crosses to indicate their relevance to@mmore of 13 categories, as shown in the
following example:

= ol T > H ~ Y | W
. ) " > Z p= S(243 z| 3 z
Formulation of each identified '<:z % '<:z gl 8 % 8 § % 3 % 3l | % 5; & él
competence exactly retranscribed
Transferir o conhecimento da lingua materna pa X X X X X

aprendizagem das linguas estrange
Can transfer knowledge of the mother tongue to
|Iearning of foreign languages

The four categories on the right hand side repredie broad traditional distinctions found in
the Common European Framework of Refereng®NG and CULT lets us show whether the
entry concerns languages or culture, while LANG-QUtkfers to links between the two. The
other categories are more specific to pluralisppraaches and refer in this order to attitudes
of curiosity, interest, receptiveness towards laggps and culturéATT/L&C) or towards
diversity as suchATTDIV), to confidence in one’s own learning abilitig€ONF), to
analysis —observationAN-OBS), to plurilingual strategies within discourselated to a
communicative situation (COM) or to relying on arg@etence from one language / culture to
approach another language (APPUI). (There aredudhtails in an appendix).

At this point these categories were wholly provisih and they have little resemblance to
what we finally decided on at the completion of aark on CARAP. Their only aim was to

8  The table is also in the Appendix with the listesource publications

9 For works which exist in both French and Engliskspecially some Council of Europe publicationse-
have include both versions in the list..
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allow us to make initial automatic groupings ofreeg dealing with approximately similar
domains, which was done at the next stage.

This work was carried out mainly by the membershef ALC team, with some outside help
from time to time (some of it done by students ocashMrs courses at the Université de Maine)

4.2. Stage two: allocation and processing of the &les

All the different grids were then grouped in a &ntablel®, which was huge (nearly 120
pages and around 1800 entries) and on which weedpplseries of sorting processes (using
the « sort » function of Word) which enabled usptoduce automatically a dozen specific
sub-sets (for example, « APPUI » or (LANG and AN&)Bwvhich were shared among the
different members of the team for processing.

For each sub-set a team member had the task oédongyan unordered list into an ordered —
and hierarchical — system of « descriptors », thes@scriptors being designed » as our
« standardised » way of formulating the elemerdstite different authors had drafted in their
own way in the entries we collected. It was cleanhderstood that these were preliminary
attempts, carried out by each of us on a particsudérset, and that it would require a gradual
process of harmonisation, involving many discussiand exchanges of opinions, as we will
see, during the third stage of our work (produ¢hmgdefinitive CARAP lists).

After doing some further internal grouping of therees with the SORT function of Word (on
the basis of the other categories which had bed#ed) each of us undertook a more finely
tuned grouping of the entries, with revision anghrasing, based on a careful and critical
analysis of the meaning of the entries.

At this stage we met with a number of difficulties:

1) We became even more acutely aware than in stembtie problems raised by the
way numerous entries were phrased. Without memtgpthe formulations which were
either incoherent, meaningless or awkwardly phrasede will briefly take note of
two frequent and in a way symmetrical “faults”. Soentries — notwithstanding the
fact that they were presented as « competences thdiy authors, were in fact
formulated :

e on the one hand (« upstream » emphasising thergaetbich produce competence)
drafted in terms of what one aims to do during t&ching and learning process
(«develop attitudes .», «stimulate curiosity..», «give value to languagedb;

e on the other hand (« downstream » emphasising ishabduced by the competence
(« coping with differences... », «acting positively...»

2) It was at this stage of our work that the proidenhich arose when we tried to order the
descriptors led us to undertake the theoreticéctdbn and the (re) reading which we have
described in chapter 3.

The result of these new considerations was thawthd of each of us was directed towards
making groupings with less hierarchy, distinguighiwhat could clearly be defined as
«resources » and more or less «simple » from what identified more as micro-
competences or even competences, in the interpretae adopted in chapter 3.

101 grouping them we have taken care to attrithéesource of the « entries », citing the publaatihey
come from, the type of pluralistic approach used the type of learners the publication is direed

11 The confusion is compounded by the fact thatsciesivities are sometimes presented as « objectiwet by
teachers for a course.
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At the end of this stage we took the definitive idiea to produce three lists (knowledge,
skills and attitudes.

4.3. Stage three: producing the lists of descriptsrof resources and
competences

At the end of the second step, the team members dwided into pairs, (one pair for
knowledge, one for skills, one for attitudes). Tdhogsponsible for processing the sub-sets in
stage two handed over the descriptors they proposdth an attempt to distinguish
“resources” from “micro-competences ».

This was the basis — comparing what had come oedi sub-set (which often overlapped) —
that the work of synthesising and choosing requtcegroduce the lists we have now was
carried out. There is no need at this point t@ givfull description of how we did this as the
principles we worked to are described in chaptebbut the organisation of CARAP. We

would just note that the pairs frequently foundnkelves questioning the decision to allocate
some descriptors as “micro-competences” and dedmlgiaice them in the list of resources.
One of the team members had the task of harmontbmgvay these decisions were taken,
which was done through frequent exchanges of veawsng the team.

The features which we considered as definitely dpegpossible formulations of micro-
competences (or even of global competences) wergsad with a view to produce the table
of competences (see in this respect, 5.1 belowtl@domments on this table).

To conclude the chapter, we should return to thedgctive » aspect of the work in order to

clarify any ambiguity about it. Throughout the pess we were well aware that the result of
each stage was not a faithful reproduction in redusize (by an objective process of
synthesis) of the corpus chosen from the publicaté&sources (a selection in itself influenced
by our own views!) Our preconceived ideas shouldcbesidered as a second source for
CARAP, which is the result — in a development tonsadegree deliberate — of interaction

between the entries we collected and our pre-ceadaiotions in this domain. Indeed we did

not hesitate to add descriptors if a gap appearedr overall view of the lists.

This is the reason which led us to decide to warkairs in the third stage so that the ideas
each of us had could be confronted with those otlear member of the team. This also
allowed us to redistribute the material to be pssee so that the same data was analysed
systematically by several people. This gave usaexork but enabled us to be less influenced
by individual views in the processing of the madkri

5. Organisation of the framework

5.1. A table and three lists

As we announced in 3.2.2 above, the frameworkdsmsed around, on the one hand, a table
of the global competences on which our ability ¢ @nd reflect in a pluralistic context are
based, and, on the other hand, the resources wisle competences call upon — in varied
and multiple combinations. This set is dividedint

- a Table of global competences and micro-competenaas which pluralistic
approaches have a key role to play and for whiahilitbe evident — which does not
surprise us — that their use is closely linked toluality » whether this is through
communication in a situation where linguistic andtwral differences are significant,
or through the establishment of a diversified listya repertoire;

- threelists of descriptors of resourcesoncerning, respectively, knowledge, skills and
attitudes.
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The table of competences is presented with a cot@amenon in the second part of CARAP
(Global competencesYhe lists of descriptors are presented with comarees in parts C, D
and E.

The next section explains some organisational jples for the three parts, treating first the
way they are ordered (5.2) then various issues ammto the three lists and about their
internal organisation.

5.2. The way the three lists of resources are orded

We have chosen to put them in the orideowledge, Attitudes, Skills

This decision — in part an arbitrary one — is dedlaby two considerations which are both in
different ways on the cline from « simple » to «nHex »:

¢ in this way we hope to go from what seems easiestake explicit to what is the most
difficult to pin down.

e the skills seem to us to closer to the more gldbampetences” we have placed in
table of global competences.

5.3. Internal organisation of the lists
5.3.1. Predicates and objects

We think that the descriptors we have produceddkammple Knows the composition of some
families of languages, Positive attitude to langemgvhich are less highly valorised, Can
identify loanwords) can be analysed as follow3:

- a «predicate » (either a verb or a noun, see above) which is eitkéated to
knowledge knows, is familiar withto attitudes fositive attitude towardsespects,
has a critical attitude towards, has confidencg or to skills €an identify, can
compare, has mastery of, can use with pyofit

- an “object » onto which the content of the predicate is app(ibe& composition of
families of related languages, languages whichlass highly valorised, loan words,
diversity, a word similar to one in a language whits familiar, foreign reality,
prejudices, the relations between sound and script...

With respect to the attitudes and skills, the ahidivision into categories has been done
on the basis of the predicates, with a further division — within each group of
predicates — on the basis of the (types of) objects

In the list relating to knowledge, the very resea variety of predicates led us to use a
grouping related to the thematic domains of théeht objects as the first principle of
grouping them. For exampleanguages as semiotic systems / similarities affdrénces
between language, cultures and social represematioultural diversity.

There are more details on this in the commentéoide found with each list.

12t is not our aim to produce a comprehensive klgisemantic analysis of the descriptors, but tvige a
rough basis for explaining how the lists are orgadi We are aware that other features such as wiosh
specify the ways in which skills are described whieis necessary to explain or discuss whethar leéong
to the category « predicate « or that of « objefh different languages, according to situation, zedly...)
as well as the descriptors where “the object” isexpressed.
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5. 2. Problems encountered with regard to crossadsification

By making this distinction between « predicatesw & objects » we could not avoid the
problem — a frequent one when making a typology «@oss-classification »: potentially, all

the descriptors could be classed 1) accordingstpriedicate; 2) according to its object. If the
same object can be linked to more than one pregjitta¢ only classification possible is of this
kind:

Predicate Predicate Predicate
Object Object Object Object Object Object Object Object Object
A B C A B C A B C

This can be illustrated by a (simplified) exampé&ated to skills:

If you can relate three objects (Object An phoneme Object B :a word; Object C :a
misunderstanding due to cultural differencés the predicate€an observePredicate 1),
Can identify(Predicate 2)Can compargPredicate 3), you get exactly the same orgaoisati
as is shown above.

This organisation of the lists — logically unavdata— looks very redundant and could lead us
to producing very long lists to little profit.

In the commentaries on each list we have explaimad this issue of cross classification
(which can mean different axis of classificatiorarthdivision into predicate / object) is
resolved.

5.3.  The issue of mutually exclusive elements:

It is expected that the constituent parts in adistategories should be mutually exclusive:
that each category should be clearly distinct ftbenother ones.

This is the issue at this point. The issue of thection of the terms themselves in a given
language (in this case French) is dealt with ingbetion on terminology (cf. point 7, below,
and the notes on terminology contained in the contan&s on each list}

This ideal of mutual exclusivity seems quite unaghble for the kinds of predicates we are
dealing with, since the operations, modes of kndgde ways of being/ attitudes which the
predicates relate tmserve, analyse, know, know that, be dispose@tm).have only a very
limited autonomy from each othéf.

We can illustrate this with a fairly simple examgtem the domain of skillsidentify and
compare.

At first sight the two operations look quite distin However, if one considers (cf. part 2
Notes on Terminologyn the commentary of the lists of skills) that itignng an object
involves establishing:

13we are aware of the link between the two questighe reality we are trying to pin down with segar
categories is expressed through the words of argukge. However we think we can gather the diffies|
related to the complexity of the phenomena we eeeqmting in this first set of comments.

14 prHainaut (1977) which studies processes Bkalyse, synthesise, compaeaches the same conclusion...
he describes these as “intellectual approaches’saysl in the introduction to this part of his stdyl14) :
« the approaches we are proposing are not [..] aflytexclusive ».
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1) That one object and another object are the saneetpbj

2) That an object belongs to a class of objects whale a common characteristic,
It is clear that identification always involves anderlying element of comparison.
There are several examples of this in the listscamdmentaries.

5.4. Concerning categories related to learning

In each list it seemed helpful to group certaincdesors in a specific category (the category
Language and acquisitiom the knowledge sectiorAttitudes to learningn the attitudes
section,Learning skills)junder skills.

This does not mean, though, that these resoureetharonly ones which contribute to the
competence of constructing and developing one’saphepertoire of languages and cultures
(cf. Competence of constructing and developing a pligpértoire of languages and cultures

that we included in the lists of competences irt Basf CARAP). Numerous other resources /
micro-competences contribute to this, too.

To take a simple example, it is clear tl&towing that languages are governed by rules
which have been placed in the categoapguage as a semiotic systéas its place in the list
related to knowledge. It seemed to be superfluousdude it again in the categargnguage
and acquisition/ learning.

The categories related specifically to learningugrahe descriptors whose objects refer to
learning (earning strategies, language acquisitioh.rather than to linguistic or cultural
features and whose predicates (especially in tlse cd skills) refer directly to learning
activities €an memorise, can reprodyce

Grouping descriptors which are particularly relavém learning seemed a helpful way of
stressing the importance of this category. It hasyever, a disadvantage — albeit minor — of
leading us sometimes to use predicates which ajrapgear in other categories. In the skills
framework, for example, the predicatedesiring to » which is one of the elements of
category 9 rhotivation to learnanguages) appears, too, in category 19 in the esiring

to improve mastery of the first language / languafeeducation(19.1.2) andDesiring to
learn otherlanguages(19.1.3)

5.5. The specific nature of the resources

The question we raise here for each resource we inaluded is that of knowing how far its
inclusion is justified in the context of our stat&idh of creating a framework of reference for
pluralistic approaches.

While certain resources which bring several langgagto play Can compare languages,
can carry out transfers between languages, or. which are related to diversity as such
(Knowing that there are similarities and differendegtween languages, Receptiveness to the
plurilingualism and pluriculturality of near and stiant environmenty seem impossible to
develop outside approaches which include activittidsted to several linguistic and cultural
varieties at the same time (cf. the very definit@frpluralistic approaches), numerous other
resources / micro-competences can be developedotly furalistic and non-pluralistic
approaches.

Rather than attempt to create a dichotomy whichladvive impossible to apply and which
would have excluded resources and micro-competemdesh, while not exclusive to
pluralistic approaches, are developed to a coraidierdegree by them, we have established a
three-point scale, whose rating is included inlits for each of the descriptors:
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+++ | The contribution of pluralistidcor resources and mickemmpetences whig
approaches isssential one can probably not attain without
pluralistic approaches

++ |The contribution of pluralistidcor resources and mickemmpetences whig
approaches ignportant can be attained without pluralistic approaches,
but much less easily

+ The contribution of pluralistidFor resources and mic@mpetences whig
approaches igseful can be attained without pluralistic approaches,
but for which the contribution of suq
approacheseems useful enough to be worth
mentioning.

N.B. These values are to be considered as avenapes) can be modulated according to the
languages / cultures concerned. For example, iftakes the descriptd@an identify sounds
which we have rated at « ++ », it is clear thas tlsd overvalued for frequently taught
languages, but probably undervalued for less comtaoguages, which the learner will
almost certainly not have encountered except inrcgghes dealing specifically with
linguistic and cultural diversity.

6. Limits and perspectives

We will treat this issue from two angles: one retato « quantity », comparing what the team
announced as the products we aimed to producehrAlLC project and the present

achievements of CARAP; and a « quality » aspecichvhssesses the validity of what we
have produced.

6.1. Supplementary material and constituent parts ofCARAP
In contrast to what was planned at the outset@B&ML second medium-term programme,
the present version of CARAP:

e is not in a hypertext version (it was planned teeha on line and on CD) ;

e does not include in the descriptors any indication what level of learners they
especially might be addressed to, nor any indioaipriori of which pluralistic would
best develop the relevant resource;

e does not provide — for certain resources or categaf resources — any examples of
pedagogic activities designed to develop them ;

e does not provide any references to work which wadlludtrate — in the case of certain
resources — how they could be attained by applglaglistic approaches;

e does not include a glossary in four languages pfessions used frequently in the
field, but simply some notes on terminology.
It seems the team underestimated the amount olapauent work required to develop the
central part of CARAP — the table of competencekthn lists we have produced.

Most of what is missing has been included in a psapsubmitted for the third medium-term
programme of the ECML. We plan to discuss how uUsiiely will be — together with the
usefulness of other features we have not thoughitabin the Graz workshop in June.

The new project proposes support for implementil@REP in the fields referred to in
chapter 2.1 above. This will lead to the producbéityser Guides for CARAP.
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6.2. The quality of CARAP

Criteria for quality of the project would includeorsideration of the coherence,
comprehensiveness and readability of CARAP..

We think we have achieved a pretty satisfactorglle¥ “logical” coherence when one takes
account of the great diversity of descriptors, Whicseemed relevant to keep from a didactic
point of view. But we have much to learn from tleaations of potential user- readers (in the
June workshop) about how far this coherence coorefpto the spontaneous expectations of
someone who consults a work of this kind with sfieaims.

As to the question of how far it is representatesen comprehensive, we are quite confident
about the absence of categories of resources widsle been « forgotten », given the
importance of the resources publications we stastgdfrom. We have questions about the
level of detail that we propose, which is perhapsqual according to the lists or parts of
lists 15 This will only become clear when we have the rieast of readers and users of the
work. The same thing is, of course true for reddgbi

All the comments collected during the workshop wiilorm the re-writing which we have
foreseen in the first phase of the new projects Wil be supported by new reflection and
readings in the theory of the notion of “competénfesith the aim of reinforcing or
modifying the overall organisation of our produat)d in the field of psycho-cognition and
psycho-affectivity (in order to find a better sttwre, if needed, to the internal organisation of
the lists).

7. Notes on terminology

The major part of the work on Pluralistic Approasheas been done in French, German and
Spanish and for the English version it was necgdsatake some decisions on how the terms
used should be translated. Here are a few explgnattmments, relating to the way the
French original has been put into English:

Approches plurielles has been translated phiralistic approaches- “plural” did not seem
adequate as in English it would refer simply towdtiplicity of approaches.

Savoir, savoir faire, savoir étrehave been translated &sowledge, skills, attitude@he
Common European Framework usesstential competender the last of these, but we have
preferredattitudesas the three are seen as constituent parts ofetenge, and therefore at a
different level.Savoiris countable in French, uncountable in English smahetimes we have
useditems of knowledge, aspects of knowledgexpress plurality

Culture(s) is used in the meaning of the shared ideas, condadiies, belief etc of a
community and is is often used in the pluralifferent cultures

Altérité — is distinguished in French frodifference — as the fact or the nature of being
different. We have translated this btherness

Predicate, object- in the lists of knowledge skills and attitudes tieadword of each list is
described as thepredicate (either a verb phrase lik€an compareor a noun like

15 cf. on this point the conclusion to point Bl¢bal competence$ where we attempt to illustrate the
descriptive power of CARAP. Two exes of evaluatame proposed : assessment of the « descriptive » of
CARAP (as a model of how it works in a situatioah)d assessment of its pedagogic capacity (as an
instrument for action in education). We deal mainith the second aspect.
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receptivenegs The list then includesbjectsto which the heading can be applied. These
terms are used in the English version.

Resources— the combination of a predicate and an objeafieiscribed as @&esourcein
French, and the term has been kept in English.
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8. Graphic conventions

°x [ y° either x, ory (y is not a sub-set of x)
Can identify cultural specificities / feature$s
Can °observer/ analyse® linguistic forms and fuomnst’

°x [y]° terminological variants considered to be (gasi) equivalent
Can identify [recognise] simple phonetic elemestsipds]

x(/ylzl either x, ory, or z (y and z beingub-sets of x)
Can analyse interpretation schemas (/ des steretyp

{...} list of examples(not to be confused with sub-sets of the objé&t!)
Can identify [recognise] basic graphic signs {lettédeograms, punctuation marks.19}
Shows awareness of cultural diverdtgble manners, highway codes ...}.

*x* <...> explanation of a term

Can perceive the *indirect* lexical closeness bemvéeatures of two languages <on the
basis of closeness between the terms of two fagrolievords>

<...> all other explanations / additional information (or note)

Make efforts to combat one’s own reservations tolwaxhat is different <applies to
both languages and culture>

(...) optional part (in contrast with <...>, the part between (...) istaHrthe descriptor).

Be receptive to the enrichment which can be engeddby confronting different
languages / different cultures / different peofglesspecially when these are linked to
the personal or family history of pupils in thesda

16 (...) within a word : morphological variants whiahe grammatical

17the ° are essential to separate parts which snatives : it is possible to distinguish between
o Can °observe / analyser linguistic °forms / fuors
0 Can °observe / analyse® °linguistic forms / funesd

18 A letter isone basic graphic sign, not a sub-category of a basiptdc sign. Whereas a stereotype is a sub
category of an interpretative schema.

19 | means that the list is not closed.
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B — GLOBAL COMPETENCES

It is important to point out here that we are pnéisg a set of global competences whose
development we consider to be especially favouredding pluralistic approaches, without
there being any exclusivity in this respect.

The set will be presented as a table, preceded fmgsentation and comments designed to
justify and explain our choices, followed by an myde intended to illustrate — and verify —
the overall conception we have formulated of theyvila which « competences » and
« resources » are related.

1. Presentation and comments

It is not easy to define at what level of geneyalite should place competences of this kind.
There are no absolute, objective criteria; our odas based wholly on pragmatic criteria: the
competences must be general enough to apply to museituations and tasks, but not so
general that they would be empty of all contentw&shave seen (cf. chapter 3.2.3 of part A —
general presentation of CARAP) resources and canpes in fact form a continuum, from
the most elementary abilities to the most genayaipetences. In one way, it seems to us, that
any arrangement of resources can potentially fangin a particular situation, as a (micro-)
competence, whether or not it is so called expyicit

The competences are presented here in the formaifl@ which we do not intend to « over-
structure » In particular we have not included anmpws linking an implied relationship (or
support) between the different competences we lasleded, for that would suggest —
wrongly — that we feel we have mastery of the exat in which the complex links between
them combine. We have preferred to produce an tgdda, about which our postulate is that
the elements it is made up of (the competencespppéed in an original way in different
situations; we think this can be presented clesityply through the spatial relations in the
table (the proximity with other elements, whereythee on the horizontal and vertical axiss)
and this way of presenting the relationships gregdlyi seems to provide an adequate degree
of flexibility.
The generic title of the table explains the commbaracteristics of the set of competences
selected:
Competences which activat® knowledge skills and attitudes in action and refletion

- valid for all languages and cultures

- concerning the relationships between languages ametween culturegl
In accordance with what we said, above, any competewhich we phrased with repetition

of the elements of the title (« competence to atdiv.. in action and reflection ») would be
too general to be operational. This title is theegal expression of what is common to /

20 According to the conclusions reached at the béggnaf chapter 3.2 of Part A of the General Prestion of

CARAP, competences consist of both activation sbueces (here « internal » resources — cf. ch&pteof the

Presentation) and the possession of the resouneesselves. To simplify the formulation we have kept
“activation” since one can only activate what oas hvailable (“that one possesses »).

21 The first aspect can be described as « transifitig » / « trans-cultural », the second as «iibguistic » /
« inter-cultural ».
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characteristic of all the competences we wish tuthe in the table, and is a generic
characterisation of all the competences which p&ir@approaches are capable of developing
in a specific way2,

The next part of the table is composed of two @rehing competences (which we could
have called macro-competences) explaining what wesider to be the two global
competences which share, at the highest levelwtiwe of the field covered by the title of
our work:

C1: Competence in the construction and broadeningf a plural linguistic and cultural
repertoire.

C2 . Competence in managing linguistic and culturalcommunication in a context of
« otherness » it which one encounters languages and culturesrdiit from one’s own).

C1 and C2 describe in a way two zones of competerwee related to personal development,
the other to managing communication — under whah lze grouped various competences of
a lower order of generality, which we call « mi@ompetences ». However difficult it is to
establish a dividing line between micro-competerares « compound » resources (cf. part A,
3.2.3) the core of the issue is to understand #tare of the fundamental link we want to
establish in FRAPALC between these two aspect@inenhandsituatedglobal competences
(including micro-competences), linked to real dilmas, on the other the lists of resources
they can activate in these situations (cf. parAQ.

The zone of managing linguistic and cultural comization in a context of « otherness »
A range of (micro-) competences can (relativelgacly be situated in this zoReé.

e a competence in resolving conflict, overcoming obstés, clarifying
misunderstanding is obviously important in contexts where differeac
constantly threaten to become problems. It is ctkat this — like all those
listed here — is a competence which call for sKidls 6.2 : can ask for help in
communicating in bi- / plurilinguagroups), for knowledgécf. Knows that the
categories of one’s mother tongue / language otation do not necessarily
work in the same way in another languagall to attitudegcf. 4.1.1.1 Accepts
that other languages can organise the constructtbrmeaning on different
phonological distinctions than one’s own langu&de)

e a competence in negotiation, which is the foundation for establishing
contacts and relationships in a context of othexnes

e a competence in mediation which is the foundation for establishing
relationships between languages, between cultumebetween people.

22 cf, Part A — General Presentation of CARAP, chapte

23 We will just sue the term competence while ingtihe reader to keep in mind the idea of a contmnom
competences — micro-competences — resources. Wenetilsystematically repeat the fact that all the
competences are to be seen in “a context of otegmit is on this that their relevance and speitifiin a
the framework of pluralistic approaches is based. .

24 ps we pointed out, the fact that each of the (mjccompetences can — according to the task /t&ituan
which it is activated — require resources fromlskiknowledge and attitudes is really at the hearour
concept of a frame of reference. However we willsirate this with later with a more fully develape
example.

Présentation générale du CARAP CARAP-ENG_Def 140607 14/06/07



24

e acompetence of adaptability®, which calls on all the resources one has to
« approach what is unfamiliar, different »;

At this point, there some important comments whwdhalso apply to the two other “zones”:

- The order of presentation is irrelevant, evenutio we have tended to put the more
comprehensive ones first.

- Putting these competences in one zone does raot that they have no relevance in another
one.

- The competences we have chosen are not necgsgaedific to pluralistic approaches : the
competence of negotiation, for example, in its ganheneaning, is equally relevant in
situations within one culture or language and canfegtly well be developed in non
pluralistic approaches, even outside the fieldhofjlage learning (management training etc.),
but interactive situations where linguistic andtetdl « differences » require special attention
and pluralistic approaches preparing learners p@ eaith such situations need to pay special
attention to them.

The zone of constructing and broadening a pluraduiistic and cultural repertoire

In this are there are only two (micro-) competenadsch seem to be specific enough — or
which have sufficiently original sense in situasasf otherness — to be includéd

e a competence in profiting from one’s own inter-cultual / inter-language
experiencesvhether they are positive, problematic or frankigative.

e a competence in applying systematic and controlled dning approaches in a
context of otherness in either an institutional or school context, gmoups or
individually.

An intermediate zone
Finally there are (micro) competences which fitachg into the two zones :

e a competence of decentringwhich describes a key feature of the aims of
pluralistic approaches, involving a change of agetpoint, seeing things in a
relative way, thanks to a number of resources siagiinom attitudes, skills
and knowledge;

e a competence in making sense of unfamiliar linguistiand/or cultural
features refusing to accept (communicative or learninglufa, using all the
resources available, especially those based ondntaprehensioncf. in the
skills 5.1 can exploit similarities between languages asrategy for linguistic
understanding / productign

e acompetence of distancingvhich, based on a range of resources, allows a
critical approach to situations, keeping contraigd avoids being completely
immersed in the immediate interaction or learniotgvay;

e acompetence in critical analysis of the (communicate and/or learning
activities one is involved (close to what is sometimes -callettitical
awareness) which puts the focus on the resourqaedmfter the distancing
has been carried out.

25 The first three competences are close to what g@ople include in the idea of « strategic competer but
we have preferred more specific ways of namingehes

26 \We should stress again that we have not inclutldtieacognitive competences which make up learming
general.
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e a competence for recognising the « Other », and otheess in what is
different and similar. Here we have deliberatelgdigin expression (see the
notes on terminology) which can be applied to bskills (recognise) and
attitudes (accep®’

These are the features that we finally decidedetepkas competences or micro-competences;
they provide a kind of map of competences whichsprecific to pluralistic approaches and
which need to be activated in the different sitadi/ tasks we face.

The table does not necessarily, however make amyndo comprehensiveness, because,
among other reasons, there are issues of hieranathypecause of the continuum mentioned
above. In fact, as we carried out the analysis aumd other features which could also have
laid a claim to the status of competence! Thishes ¢ase of the descriptors (competence in)
communicating, exchanging ideas, questioning alBmduage, culture and communication »
and of (competence) of seeing things in a relatisg» or (competence) @mpathys», etc. In
spite of this we did not include them as competsnbat just as resourced.(the respective
lists) either because they seemed to be relevamnlp oneof our fields (empathy, for
example, comes under attitudes) or because thegtaeslightly lower level of complexity
(communicating, exchanging ideas, questioning alamgfuage, culture and communication).

27 This use, based on a lexical particularity of @rguage (French, is allowable here, since thes®wetences
have as a feature to use resources coming fromadeliferent lists.
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Table of global competence

Competences which activate knowledge, skills andtatides through reflection and action
- valid for all languages and cultures ;

- concerning the relationships between languages ametween cultures.

C1 : Competence in managing linguistic and cultural C2 : Competence in the construction and
communication in a context of « otherness » broadening of a plural linguistic and cultural
repertoire

C1.1. competence in resolving C1.2. Competence

C?nf]!'c.t’ ovgrcorglng obzt_acles, hegotiation C2.1. Competence C2.2. Competence in applyil

Claritying misunderstanding profiting from one’s owi systematic and controlle

inter-cultural  / inter-| | learning approaches in

C1.3. Competence Cl.4. Competenc language experiences context of otherness
mediation of adaptability

C3. Competence of decentring

C4. Competence in making sense of unfamiliar lisggoi and/ol
cultural features

C5. Competence of distancing

C6. Competence in tical analysis of the (communicative and/or leagr
activities one is involved

Présentation genérale du CARAP CARAP-EN ©7. competence in recognising the « Other », aieéroess,
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2. An illustration

In Part A €f. 3.2.1 and 3.2.2) it is not possible to envisagentegrated table of competences

and resources which would be structured and raf@sda network in a tree diagram, for

example). The competences, in the concept we lévated, are characterised by the fact that
they are « situated », that is to say they can balgefined / configured exactly when they are
activated in a situation — different each timend dor a specific task — also different each

time.

This means that the shape of a competence is eewetly the same but varies according to
the context in which it is activated. It is only @rhthe task (outcome) and the situation (who
is involved, the context) are defined that the cetepce can reach its real fo#hOr, to put

it more precisely, that a subject can activate @nmore of competences available to him at
different levels. The subject will then activate tompetence(s) in a form, which, in addition
to the kind of task and context, is going to dependhe manner (in nature and quantity) he
possesses the forms of the competence - nevdytdédinable.

This reminder may seem very abstruse, as indeeésl.it But we thought it essential to
accompany the table we have presented with anrdlisn of the real complexity of the
notion of competences, especially to avoid the oisteification of the notion, which is often
evident in the context where the concept is #8ed.

So illustrating our concept is a challenge; it iguestion of — by means of the simplification
mentioned in the precedent note — to imagine thd kf situations / tasks for which a given
competence is relevant, then to describe more fedlyne examples of these tasks and
situations, and, finally to verify if our « diptychof competences — resourcet 38.2.3 really
works..

An example : the competence of « adaptability »

The example chosen is tlkempetence ofadaptability, which consists, as we have seen, in
approaching what is other, strange, differewte have stressed that a competence of this kind
is especially necessary in a “context of othernessien differences are immediately evident:
differences of language, imbalance in the mastérthe languages used in the exchange;
“strange” cultural behaviour etc. Note from tharsthatadaptingdoes not meardentify
with the other persomor totally to adopt his language or behaviour, foufind modes of

28 Note that in this concept, which is deliberateiteractive , even ethno-methodological, things bezeven
more complex since situations and tasks are aésoltfect of interactive construction and therefiely to
be modified during the achievement of the task & Hefinition of “competence for language” as define
recently by M. Matthey, in a view similar to that Bulea & Bronckart (2005), expresses this ideal wel
« Competence for language is shown only in relatiioa task in a specific situation. It is intelligesnergy
which enables an individual to combine resourciegistic and non-linguistic) with those availaliethe
situation and those of other people to completesh or several parallel tasks). The actions ttaesymut to
complete the task contribute to how the task iméédfand to the situation in which they act.» tffooming).

It is therefore out of a concern for simplificatithat we continue as if the definitions of sitoatiand task
were clear and stable .

29 This is particularly striking when the notion isad for assessment and / or recruitment in a wiofesl
context.
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action which allow the exchange to function as wadl possible, givena priori, the
differences which are there

Imagine a situation of interaction between langsageultures during which one of the
interlocutors constantly reproaches the other @pants for encroaching on his/her territory:
in other words, a « difficult » interaction frometipoint of view of proxemics (hall, 1971 and
1981). A reaction is required. It can be an adaptat

This call for responses to three questions:
The first two concern the “adaptation” as such, @ni@ct, influence each other:
(a) how can we describe the adaptation we have imagmetms of resources?
(b) is competencan adequate word to use for this « adaptation » ?
The third questions concerns the context of oun&af reference :
(c) are there features in our list of resources wharnespond to the description in a)?
Below are our responses, followed by an assessohéime whole of the illustration.
a) In the situation chosen, adaptability must ¢yesely on several resources:

o in the interactive situation described « adaptingresupposes being
able torecognise problematic behavioythe position of the interlocutor in the
exchange) and tmlentify/ interpretthis as a cultural difference ( and not as anghin
ill-intentioned or anything of that kind) (a skill)

) this identification / interpretation has to be urpdened byknowledge ;
that there are differences of proxemic behavioudifferent cultures, that there are
norms (of interaction) which differ from culture ¢alture, that the interlocutor comes
from a different culture and therefore conformslifterent norms, etc.;

o the adaptation also supposes certain attitudedwdtiow the subject to
draw conclusions from what has happened to adgpbppate behaviour by adapting
to that of the interlocutor: openness, flexibilityging prepared to modify one’s own
norms and behaviour (attitudes);

o the adaptation further consists in (what we cowdd the “problem-
solving” part) of adopting appropriate behaviouhieh could include, for exampi@ :
meta-communication about the « problem », askirg itherlocutor to change his
behaviour, adapting one’s own, etc. ; .

b) As it needs to use such a set of resources festohbly others, too) adaptability looks
therefore as if it is indeed a competencecf( Part A, 3.2.1) characterised by a degree of
complexity (including the ability to choose resasavhich correspond to the situation), by a
social function (ensuring that the interaction taldaces as harmoniously as possible «in
spite of » the differences of norms and behaviourich “threaten” this harmony). It is a
competence which is manifested in the category itfaons « interaction between
participants from different languages / cultures ».

30 This raises another feature of competences whidkemit impossible to develop a closed, complegbtet:
when one is faced with a problem, there are ususberal ways of reacting to what is happening: fo
example, one can adapt one ‘s own behaviour, daiexthe problem etc. These differences in theoesp
themselves act to redefine the situation in a @®oé co-construction which only ends when the arge is
closed!
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c) Here we will verify whether the lists of resoesccontain the ones we have seen in a) as
being required to activate the competence of atidpyain the situation we have described.
First comes a list of relevant resources we haekidled and comments on any that might be
missing.

Skill

2.6.4. Can recognise [identify] specific forms of behaviolinked to cultura
differences.

This resource is necessary to recognise that tiseee problem (we have phrased this as
identify problematidehaviour). The analysis / interpretation is based

1.3.2. Can analyse the cultural origin of variagitinked to communication
1.3.4. Can analyse the cultural origin of certgiacsfic forms of behaviour

These are indeed the bases for an understanditg pfoblem. The expression “can analyse”
is still a bit vague., so resources relevant toamson are called on.:

3.1. Is familiar with and can apply processes of congmari

+++

3.1.1. Can establish links with different degrees of agpnation.

+++

3.9. Can compare different cultures of communication

+++

3.9.2.1. Can compare one’s own linguistic behaviour withttioh speakers of other

+++ languages

3.9.2.2. Can compare the non-verbal communication of otivétsone’s own

+++

[1.3.1.1. | Can identify one’s own cultural charastirs

To identify the problem:

2.6. Can °identify [recognise] [perceive]® °cultural speity / cultural features®

2.6.3 Can °identify [recognises]® communicative variagoengendered by cultunal
differences

But there are also « skills » resources employethénpart of the competence which seeks
« solutions » to the problem :

6.3. Can take account of socio-linguistic / socio-cudiutifferences in order to communicate
++

|42 + | Can explain misunderstandings

Knowledge

The three parts of our framework show the plac&rmmiwledge in skills : the operations of
analysis, comparison etc. are based on generalta@gaperations on the one hand (and on
skills) on the other hand.

Here are some examples

111.1 +++ | Knows that cultural differences exist \
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6.10. Is familiar with (aware of) one’s own possible reawc towards differences (linguistic |/,
+++ language related /, cultural)
6.11. ++

Knows that cultural differences can be at the seawft problems in verbal / non-verbal

communication / interaction °

o

Knows that communicative competence is based oialsamed cultural knowledge whig
is generally implicit.

6.11.1. Knows that problems in communication dueutiural differences can manifest
themselves as culture shock / culture fatigue

3.4.+++ Knows that questions of culture and identity caonditommunicative interaction.

3.4.1. ++ Knows that behaviour and individual values (persamaothers) are linked t
cultural references..

3.5. ++

6.9. ++ | Knows that there are similarities and ddfees between different systems of verbal
non-verbal communication.

and

‘ 8.2. +++ ‘ Knows that cultures may have specific norms ofaamnduct.

vn

9.4.2 +++ Knows that the way other people interpm@t conduct may differ from one’s oy
interpretation.
Some areas of knowledge are also activated to gobldems.

‘ 6.12 ++ ‘ Is familiar with strategies to solve intercultupabblems

Attitudes

Numerous attitudes also have to come into playyTaen a kind of attitudinal background
which makes it possible to act in a context of otkes and the application of the knowledge

and skills.

It is hard to establish a precise bstt, here are some examples...

.. to be able to start :

192}

7.2 + Being prepared to be engaged in plural (verbahArerbal) communications respecti
rites and conventions appropriate to the context

7.3 + Being ready to face the diffiucltieb@nent in plurilingual / pluricultural interaction®

7.3.1 ++ Ability to deal confidently with what is new / strige in the linguistic
culturalbehaviour and the cultural values of others

732 + Being ready to accept the anxiety inherent to phgual / pluricultural situation
and interaction.

733 + Being ready to live experiences different from’srexpectations <valid for both
language and culture.>

734 + Being ready to feel threats to one’siitig [to feel one’s individuality removed]

15.1 ++| Feeling capable of facing the compyekdiversity of contexts / interlocutors®

15.2 + | Communicating (°production / receptjonfth confidence

Présentation générale du CARAP CARAP-ENG_Def 140607 14/06/07



31

1421 + Having the will to manage the frustrations / emasi@enerated by participation
another culture

... adopting a suitable attitude towards what islyike happen in an exchange :

111 + Paying attention to verbal / nonbatisignals in communication
1.2 + Paying attention to manifestations dfure
2211 ++ Being receptive to the diversity of different phboesystems {accented

forms, graphic forms, syntactic organisation)
<idem for cultures : table manners, highway codes3&>

12.2 +++ |Readiness to suspend judgment about one’s ownthed @lltures®

4113 + Accept different kinds of cultural befour (/table manners / rites / ...)

12.5 ++| Being ready to oppose / go beyondsoao@/n prejudices.

41 + Conquer the resistance / reservations one has dewahat is different <valid fqg
language and culture>

=

6.1 + | Respect for differences and diversity (in a mettinic environment) < valid fq
language and culture >

. at the same time keeping one’s capacities folyaimg situations and looking at them
critically :

9.6.2 ++ Determination to tryd understand differences in conduct / values tuais of
members of a culture which receives you

10.4 + | Having a critical attitude towards tladues / norms of others

13.1 + |Willingness to distance oneself from one’s ownumalt prespectie and watchful of th
effects that it can have on one’s perception ofifeatations of cultures / Being prepg
to take account of characterisitics of one’s owituca which influence one’s percepti
of the world outside of one’s daily life, one’s wafythinking

... and being ready to try to resolve problems :

14.1 + |Willingness to adapt / to be flexible in one’s owehaviour in interaction with peop
who are linguistically / culturally different .

1422 + Willingness to adapt one’s own t@hour on the basis of what one knows / leg
about communication in the host culture.

31 proxemic behaviour is of course part of “etc.”.
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11.5 + |Ability to adopt attitudes which correspond to ¢meknowledge about diversit
whatever it might be

All of these are attitudes, which can be summarisdte context of the example we provided
as:

13.2 ++ |Accepting to suspend (perhaps temporarily) or testjan one’s hbaits (verbal &
other)/ conduct / values... and to adopt (even provaly and in a reversible wa
other conduct / attituddsvalues than those which up to that point had titoied one’s
linguistic and cultural « identity ».

942 + Willingness to put into words / discuss the way oggresents certain linguis
features(loan words/ « mixes » of languages...)

Note, in passing, that once it has been appliesl,cttmpetence of adaptability can lead one
further — to new learning, to increased curiosity :

3.4 + | Interest in understanding what happens in intencaitinteraction <valid for languag
and culture >

What conclusions can be drawn from this presentaiti®
We can conclude that; :

1. Overall the model of « competences » and « ressuroge have chosen from the
literature and through the theoretical reflectioms the General Presentation is
relevant. When they are applied to a concrete cAssompetence to be used in a
situation, the concepts are useful in generatidgsription which “makes sense” in
that it corresponds to what our (personal and ctlMe) experience has taught us
about such situations and what can happen in thedescription provided seems to
be a rich one.

2. The resource descriptors provide a broad enougls lbascover a number of the
aspects required for an analysis, whose richnessotexl, both at the level of generic
descriptors and more specific ones. Even if oneesiomes has an impression that the
descriptors are in some cases too broad, in otberarrow.

So, overall, we think we are on the right traclerevf there is still a lot of work to be done to
produce a fully operational framework.

We are, of course, aware of the limitations of ppraach based on a single example which
should not be confused with an attempt to validlademodel and the instrument. The purpose
of such a validation (of CARAP as a descriptive gi@cas a tool to guide pedagogic action?)
and, for this reason, its methodology, remain todeded.
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C — KNOWLEDGE

1. List of descriptors of resources

A. Language and communication

A.1 Language as semiological system

1. Knows some of the principles of how languages work
++
Micr
1.1+++ |Knows that language is / languages are composed sfgns which form a
semiological system
1.2. ++ | Understands some basic semiological concepts
1.2.1. ++ Understands the distinction between symbolic andi@representation / the
difference between the concepts of signal, signsgnabol.
122 Understands that languages represent the real wolddconventional way
(on a basis of shared conventions)
1.2.3. ++ Knows that the relationship between words and #adity they refer to is
arbitrary.
1.2.31. ++ Knows that « grammatical gender » and « sexual @eade not the
same things
1.3 ++ |Knows that languages are based on rules
1.3.1. ++ | Knows that these rules can be intentionally broken
1.4.++ |Understands that a language is composed of differewvarieties and that these
are defined by variations of its linguistic system.
1.5.+ |Is familiar with the concepts and the techniques wich, at different levels of
analysis, permit understanding of the way languagesork
1.5.1. ++ | Is familiar with some of the categories used tscdee languages
1511 ++ Is familiar with the different ways of categorisirigrmal aspects of
languages
1.6. Understands that there are differences between theays in which written and
spoken language work
1.7.+ | possesses linguistic knowledge about a specific dgarmage (mother tongue, the
language of education)

A.2 Language and society

2. ++|Understands the role of society in the way languagewvork

2.1. Has knowledge about synchronic social variations ofanguages {regiona

++ variants, variations related to age, professionaltatus etc.}

2.1.1. ++ Knows that each of these variants make up a lstigusystem to the san
extent as all other systems, even if it is notadld to be used in 3
situations.

2.1.2. ++ Knows that to interpret these variants one needsalte account of th
cultural specificities of those who speak them.

2.1.3. ++ Knows how languages are categorised with regattid¢m status in societ

(/official language, regional language / slang/...)
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2.2. ++ [Knows how languages are categorised with regard ttheir status in society
(/official language, regional language / slang/...)

2.3 ++ |Knows that a person’s identity is constructed withreference to — among othe
things — language and culture

++2.4 | Knows that one’s own identity is defined [construatd] by one’s interlocutors in
communicative situations.

2.5. ++ | Is aware of some features of one’s ownulistic situation and environment

251 Has knowledge about the sociolinguistic diversitpioe’s own environmen

++

2.5.2. Is aware of the role played by the different largps present in th

+++ environment (common language and language of eidacatfamily

language)

2.5.3. Is aware of one’s own linguistic identity

++

2.6. ++ | Knows some historical and geographicalsfagtich have influenced / influence t
origin or development of some languages47

2.7.++ | Knows that in acquiring knowledge about lzamge, one also acquires historical
geographical knowledge.

3. Verbal and non-verbal communication

t

e

he

and

e

4%

ad
DN

%\%/i'++ Knows some of the principles of how communicationuinctions

ICr

3.1 Knows that there are other forms of communication han human language

++ [that human language is only one of the possiblerms of language]]

3.1.1. ++ Knows that communication does not necessarily d&panhaving a tongu
articulated in two dimensions

3.2, Is aware of some of the characteristics which makeuman language different

++ from other forms of language (/animal communicatiot...)

3.3. Has knowledge of one’s own communicative repertoire

++

3.3.1. Is aware of some discourse genres of one’s own canuative repertoire

++

3.3.2. Knows that it is necessary to adapt one’s commtimeaepertoire to th

++ social and cultural context of communication

3.4.+++ | Knows that interaction is conditioned by culture am identity.

3.4.1. ++ Knows that plurilingual inter-cultural communicatiois condition by certai
specific cultural aspects.

3.4.2. +++ Has knowledge about the way in which the rolesoiad interaction are structurg
by cultural factors. Is aware of some of the catwharacteristics which conditic
the (roles in) social interaction.

3.5, ++ Knows that one’s communicative competence is baset knowledge which is

usually implicit

3.6. ++

Is aware of some aspects of implicit knowledge owhich communicative

competence is based.
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and

3.6.1. ++ Is aware of some of the aspects of formal and ®rimfl linguistic
knowledge < acquired by out-of-school learning &rdmplicit / linguistic
processes> which underpin communicative competence

3.6.2 ++ Is aware that in order to communicate we have hotplicit and explicit
knowledge available and that others have the samas kf knowledge.

3.7. +++ | Knows that a speaker of another language has a spalcstatus because of his / he

plurilingual and pluricultural competence.

3.7.1 Knows that a speaker of more than one languagémasledge about both his / her language
culture and that of the other person / his herliotator and for this reason has potential / atfmsiof
power at lease egual to that of a native speakerasutor

3.7.2. Knows that a speaker of more than one language hale as a mediator in communication

3.8. ++ Is familiar with some of the discourse and textuafeatures of text

3.8.1: ++ Knows that it is possible to alternate narration wih explanatory and descriptie

sections etc..

A.4  Development of languages

4.++|Knows that languages are in a state of constant gelopment

je

+
4.1 +++|Knows that languages are related to each other andhat « families » of
languages exist.
4.2. Knows the names and the composition of some groupsf related
languages
4.3.++ ||s aware of the existence of words loaned from orleanguage to another
4.3.1. ++ Has knowledge of the conditions in which words éwaned {contact
terminological needs, related to the developmeth®feal world the languag
is related to}
4.3.2. ++ Knows that one should not confuse loan words wiihguistic relationship
4.4.++ 1|5 aware of some features of the history of languag (/their origin / some kinds
of development of lexis / some features of phonoicgl development)
A.5 Multiplicity, diversity, Multilingualism and pl urilingualism

5.+ |Possesses kmdedge about linguistic diversity /multilingualism and
++ | plurilingualism

Uy

Mic

r

5.1 Knows that there are very many different language the world.

+++

5.2 Knows that there are many different kinds of soundsused in language

+++ {phonemes, types of rhythm}

5.3+++ | Knows that there are many different kinds of script

5.4.+++ |Knows that there are diverse kinds of multilingual, plurilingual situations
around the world.

9.5 +++ | Knows that multilingual, plurilingual situations ar e in constant evolution.

5.6+++ |Knows that sociolinguistic situations can be compie

5.6.1. +++ \ Knows that there are often several languages usttisame country, or the sa

me
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\ language used in several countries.

5.6.1.1 +++ Knows that language borders and national bordersatrthe same thing
5.6.1.2. +++ Knows that a language and a country should nobh&used
S5.7+++ |Knows that there are multilingual, plurilingual situations in one’s own

environment and in other places, near or far.

A.6

Similarities and differences between languages

0.++
+

Micr

Knows that there are similarities and differences btween languages

6.1. ++

| Knows that each language has its own system.

6.1.1. +++

Knows that the system of a language is only onengmumther possibl
systems.

6.2. +++ \ Knows that each language has a specific way of reggenting reality.

(1}

e

=

=

6.2.1 ++ Know that the way in which each language describeslivides up » th
world is culturally determined.

6.2.2 ++ Knows that, for this reason, translation from oaeguage to another oft
requires a different way of dividing up reality

6.3. +++ | Knows that the categories mother tongue / languagef education are not

defined in the same way in another language

6.3.1. +++ Knows that some grammatical categories presentne language may K
absent in another one

6.3.2.. ++ Knows that the same word may change gender fromamggiage to anothe

6.4. Knows that each language has its own phonetic / phological system

++

6.4.1 Knows that each language has a different souncemsyftom others — t

+++ different degrees.

6.4.2 Knows that different languages have different repess of phonemes

+++

6.4.3. +++ Knows that sometimes unfamiliar languages use swvidch we do ng
even perceive, but which distinguish words fromheaiher

6.4.4. +++ Knows that there are differences among languagkgede to prosody.
(related to rhythm / accentuation / intonation)

6.5 Knows that there is not a word to word equivalencéetween languages

++

6.5.1 Knows that languages do not always use the saméeatai words to sa

++ the same thing.

6.5.2.++ Knows that a word from the lexis of one language o@respond to two ¢
more words in another one.

6.5.3.++ Knows that certain aspects of reality may be exaeésin words in on
language, but not in others

6.5.4. ++ Knows that words in other languages which soundstiree may not meg

the same thing.

AN

6.6. +++ | Knows that words may be divided up differently fromone language to another

6.6.1. +++ Knows that a compound word in one language mayespond to a group
words in another one.
6.7.++ | Knows that the organisation of utterances may diffe from one language to

another.

6.8. +++

Knows that different systems of script function indifferent ways
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6.8.1. ++ Knows that there different kinds of writing

6.8.2. ++ Knows that the number of units used in writing ma@iffer from one
language to another.

6.8.3. ++ Knows that words which sound similar may be written completely
different ways in another language

6.8.4. +++ Knows that the correspondence between graphemesphodemes ar
specific to each language

6.9. ++ |Knows that there are similarities and differences btween verbal / non-varba

communication systems from one language to another

6.9.1 ++ Knows that there are differences in the verbal/-weral ways in whicl
feelings are expressed in different languages.

6.9.2. ++ Is familiar with some differences in the way fegbnare expressed in so
languages.

6.9.3. ++ Knows that some language functions (greeting stuapolite formulae..
which look the same may not work in the same wage tanguage t
another.

6.10. Is familiar with [is aware of] one’s own reactionstowards differences (linguistic

+++ / language related / cultural)

6.11. ++ 1 Knows that cultural differences may be at the roobf problems in verbal / non-

verbal communication /interaction.

6.11.1. Knows that problems in communication dueutiural differences can manife
themselves as culture shock / culture fatigue

6.12 ++ |Is familiar with strategies which help to resolve mtercultural conflict

6.13. ++

—

ne

[®)

St

Is familiar with some correspondences / absence obrrespondence between thf

mother tongue / language of education and other lgyjuages.

A.7 Language and °acquisition / learning®

7. |Knows how one acquires / learns a language

7.1 ++

Knows how one learns to speak

7.2. +++

Knows that one can base language learning on similaes (of structure /
discourse / pragmatic rules)

7.3. +++

Knows that basing learning on similarities of (stricture / discourse / pragmatic
rules) makes it easier

7.4.++

Knows that cultural aspects influence how one leasa language

7.5.
+++

Knows that one can learn better if one has a posite attitude towards linguistic
differences

7.6. ++

Is aware of one’s own language learning abilities

7.6.1. ++

Knows that one can use learning strategie

7.6.2. ++

Is familiar with learning strategies whitan be used in language learning
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B. Culture

B.1 Culture and social practices

8. Knows the role of culture in social practices
++

8.1. ++ | Knows that cultures influence individual (behaviou / social practices
/ value systems)

8.1.1. +++ Is familiar with some social practices / customglifferent cultures

8.1.2. +++ Is familiar with some similarities / differences twithe socia
practices / customs of different cultures

8.1.3. +++ Is familiar with some specificities of one’s ownltcue in relation
with certain practices / customs of other cultures.

8.2. +++ |Knows that a culture may have specific norms relag to social

practices.
8.2.1. +++ Knows that certain of these norms are taboos.
8.2.2. +++ Is familiar with norms related to social practi¢ésome taboos/) of

other cultures in certain domains {greetings, daihgeds
sexuality, death etc.}

8.2.3.+++ Is familiar with some of the norms of some sociedups with
regard to social practices (to taboos)
8.2.4. +++ Knows that norms (taboos) specific to cultures makesona

decision taking difficult in contexts of culturaversity.

B.2 Culture and social representations

0. Knows that one’s perception / world view / thoughtsare
+++ [structured by culture®

9.1. +++ |Knows that cultural systems are complex / manifesthemselves in
different domains {social interaction, links to the environment,
knowledge of the real world}°

9.2.+++ |Knows that there are similarities / differences inthe knowledge
interpretative schemata between people of differentultures.

9.2.1. Is familiar with some interpretative schemata ie@atto certair
+++ cultures with regard to knowledge of the world {reming,
measurements ways of telling the time etc.)

9.3.+++ |Knows that knowledge about different cultures can b deformed by

stereotypes
9.3.1. Is aware of culture related stereotypes which ogfordh one’s view
+++ of the world
9.3.1.1.++ Is aware of stereotypes other cultu@gehn relation to one’s own
culture.
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9.3.1.2. Is aware of misunderstandings caused by cultuff@rdnces
++
9.3.1.3.++ Knows that cultural prejudices exist

9.4.+ Knows that one perceives one’s own culture differdly from the way
one perceives other cultures.

9.4.1. + Knows that one’s perception of one’'s own and otttures also
depends on individual factors {previous experienp&rsonality
traits...}°

9.4.2 +++ Is aware that other people’s perception of our aohds likely to be

different from one’s own.

9.4.3. +++ Is aware that one’s own cultural customs can berpneted as
stereotypes by other people.

B.3 Cultural references

10. |Has knowledge concerning different cultures
++

10.1. ++ |Possesses cultural references enabling one to stwe the implicit
and explicit knowledge about the world (knowledge fo different
places, organisations, objects.../ how things are dsified, their
properties and the links between them) acquired irschool language
learning)

10.1.1+++ Possesses knowledge related to cultures which herestibject of
school courses / other learners in the class / ithmediate
environment °.

10.1.1.1.+ Is aware of characteristic aspects of one’s owtucell

10.1.1.2. Is aware of characteristic aspects of some othHeures
+++

10.2. Possesses a system for interpreting specific feaésr of a culture {
++ meanings, beliefs, cultural practices...}.

10.3.++ |Possesses knowledge of one’s own culture capable fatilitating
interaction with those from other cultures

B.4. Cultural diversity

11.+++|Is aware of different aspects of cultural diversity

11.1 +++ | Knows that cultural differences exist

11.1.1.+++ Knows that different cultures classify the contemtf
communicative exchanges in different ways.

11.1.2.+++ Knows that the way one reads / interprets the cbnief
communicative exchanges is influenced by cultuifééinces

11.1.3 +++ Is aware of differences in the way sentiments (t@mne/..) are
expressed in words and non-verbally in differerituces.
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11.2. +++ |Knows that cultures are not closed universes, butam exchange
share aspects with other cultures
11.2.1.+++ | Knows that there can similarities / differences amoultures
11.2.1.1.+++ Is aware of some similarities / diffieces between one's o
culture and that of other people
11.2.1.2.+++ Is familiar with some similarities amfifferences between tf
cultures of different regional and social groups.
11.2.2, +++ | Knows that cultures can influence each other.
11.3.+++ |Knows that there are cultural sub-groups related tosocial groupings
within a culture.

11.3.1.+++ Is familiar with examples of variants in culturabptice accordin
to social groupings

11.3.2.+++ Has familiarity with cultural differences which belprovide 3
better understanding of social structures

11.4. ++ |Knows that the formation and development of culturs is influenced

by diverse factors.

11.4.1. ++ Understands the role of institutions and politigs cultural
development

11.4.2. ++ Is familiar with historical and geographical factomwhich
determine aspects of different cultures.

11.5.+++ |Knows that cultural diversity does not imply superority / inferiority

of one over another

B.5 Culture and identity

12. Knows that a person’s identity is formed, in part, by

+++ | references to the culture(s) s/he belongs to

12.1. Knows that one’s own identity is linked to one’s ow culture / the

+++ identity of others is linked to their culture®.

12.2.1. |Knows that identity is formed at different levels §ocial, national,

+++ supranational...}

12.2.1. +++ Knows that European identity is formed by the samiiles ang

differences among different European cultures.

12. 3.|Knows that one can have multiple identities

+++

12.4.+++| Knows that some identities are bi/plurilingual / bipluricultural

12.5.+++|Knows that there are risks that contact with other dominant
languages / culture(s) can lead to cultural alienan and
impoverishment
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2. Commentary

1. Organisation

We have followed the scheme of tBiemmon European Framework of Refere(CEFR) in
including « Knowledge » as a category of resourasce « all human communication
depends on a shared knowledge of the world » (paye

1.1. Language and culture - a justifiable dichotomy

In our lists we have separated the descriptorsaei@ language and communication from the
ones related to culture. This does not mean thahim& that language and culture work in a
separate way in language use and discourse irtisityar that we do not recognise the key
role of the link between language and culture ie thevelopment of communicative
competence. If we separate language and cultusetit make it easier to draw boundaries
around the key concepts and make them more ex@givell as to facilitate the nature of the
knowledge constructed by pluralistic approachesedfdistinguish them in this way the lists
become clearer and easier to undersg&nhd, finally, the separation of the contexts has a
pedagogic objective; to make it easier to analygkassess what is done in education, even
though they are certainly global, with language amiture intermingled in actual practice.

However, since the two aspects are so closely dinkéas not always been easy to decide
where to place the descriptors in one or the otthéhe two major sections of our list. For
example, we decided to locate in the section delvdte language and communication
descriptors likeKnows that it is necessary to take account of theual specificity of one’s
interlocutor to interpret these varian(svith reference to linguistic variants) gmows that
communicative interaction is condition by culturadaidentity where the reference is to
language and culture at the same time. In othe&scador example, for descriptors of the type
Knows that identity is constructed we preferred to place a descriptor in each secfd.
Knows that identity is formed by, among other thjngith regard tdanguage is ilLanguage
and communication whilel2.2 Knows that identity is formed at different levetdial,
national, supranational...}comes under Culture. These decisions do not meaerah
separation, but simply an alternative focus on@mather of the two aspects.

1.2. Predicate and Objects

According to the distinction made in the generadaduction to CARAP (cf. chapter 5.3.1)
the descriptors of knowledge, like those of atatsidor skills, can be divided into
« predicates » and « objects ».

In this list there is relatively little variety ithe predicates Knows, Is familiar with, Has
knowledge about.

One could, of course, distinguish differences o&nieg among predicates like:

32 This decision follows the one taken by the CEHRctv refers to « linguistic knowledge (p. 13) afmtié
room in the section of general competences forcladstive knowledge » which is to be understood as
« knowledge originating in social experience (emspirknowledge) or from more formal learning (acadte
knowledge) » (page 16 — cf. aussi les pages 1@R-fdt more details).
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a) knows that (knows that something exist&knows that communicative
interaction is conditioned by culture and identity
b) knows how knows how something functions (for example, how tmeg

works on another thinhlas knowledge about the way that cultures structakes in
social interaction.

C) knows exampleswhich belongto a category of knowledgeKnows (is
familiar with) some discourse genres of one’s oammunicative repertoiré3

But, whatever the interest of these distinctiormrfra strictly semantic point of view, the
content of the resources we decided to includendidndicate a need for systematic use of a
triptych for the same object4

In contrast to the lists of skills and of attituddse knowledge lists have not been organised
according to predicates at the first level. Thipastly due to the absence of variety, but also
because an organisation whose main principle woane been the triptych above and would
have led to artificial separation of the “knowstthéhe « knows how » and the « is familiar
with examples » relating to the same fields of klaolge.

In fact, the variety of descriptors in our listdge essentially to the variety of objects. This is
why the first level of organisation of the listbased on a typology of objects (which makes
no claims for being comprehensive).

1. 3. Concerning «objects»: problems of cross-clafsation

When we developed the list, we soon remarked timattwo axiss of differentiation of the
descriptors, which we considered an essential feanf their organisatio®, posed
unavoidable problems of cross-classification. Thwe #aixiss, which each led us to determine
categories, are the following:

e categorisation regarding thevels of linguistic analysis(for the sectionl{anguage
and communicationincluding semiology, pragmatics etc. which requitesd— even
though we restricted ourselves to a small numbemajbr sub-sets — to distinguish
categories such as.anguage as a semiological system, Language anetgo¥erbal
and non-verbal communicationgr with regard tocultural domains, like social
practices or cultural references;

e categorisation through relevant features which caredescribe astransversal »,to
the degreeao which they can be applied to all the levels of gsialwhich result from
the preceding axis.Evolution of languagesPlurality et diversity Similarities and
differencesand in slightly different registeékcquisition and learningn the section
language and Communicati@mdCulture and identityn the Culture section.

33 In othe words this is knowledge about facts arimena which are (a) : abstract or general ; (a@ncrete
and of knowledge on processes and relationships (b.

34 Which means — to put in another way (cf. the epph explained in Chapter 4 of the General Presenja
tha tfor a any single object 1) we have not foumel éntries from the resource publications indicatime
three kinds of predicate ; 2) we have not felt ache given the pedagogic aims of the framework ado
descriptors in order to complete the triptych.

35 As for the distinction between language and caltitris important to stress that this categorisais not for

us a real and immanent structure that we are ttgirgive a structure to : itis forced upon udhuy specific
aims we seek to achieve ; the development of anised list of descriptors to produce a Framework.
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We will describe below how we attempted to deahwite inherent problems of this kind
of cross-classification.

2 The list of descriptors

2.1. The section « Language and communication»

2.1.1. The meta-linguistic nature of the descripta included

The elements of knowledge presented as resourcéiseirist correspond in the main to
explicit meta-linguistic knowledge. They are deatare, that is to say, they relate to facts, to
data, to phenomena, or if they relate to languég®uages or communication, procedural.
They arethe result of observation anda more or less conscious analysis of some formal
characteristics of language.This reflective approach, according to the leasedgnitive
development, leads us to make certain rules alaogiubge(s) explicit in the context of an
approach to forming meta-linguistic concepts.

These « knowledge » resources are meta-cognitidedaal with aspects such as analysis,
observation and language learnikgows that one can use learning strategies, kndwas t

one can use structural, discursive and pragmatmilarities among languages to help to
learn them.

And, finally, other items of knowledge, also “metaefer to action in communicative
situations and are designed to facilitate commuioinaeither within one language or in
contact with othersKnows that one has to adapt one’s communicativertepe to the social
and cultural contextor Knows that it is necessary to take account of théucl
characteristics of interlocutors to interpret thesriants.

Therefore, taking account of communication is jiesti by the fact of taking account of
language used in situation, which is necessarynterstand languages and even for learning
them. This use of language in situation shows asldnguage has a social aspect, notably in
the way a language is firmly anchored in socialingdanguage is a product of society and
becomes operational in a framework of communication

2.1.2. Linguistic and non-linguistic objects

Some descriptors describe objects that are ontyafigdinguistic, for example the knowledge
related mainly to history and geography mentioneghaint 2.6Is aware of historical and
geographical facts which have influenced / influertbe appearance or development of
certain languagesThey have been included to illustrate the fact thatimpact of pluralistic
approaches is especially significant in these dosnaecause of the transversal nature of the
activities linked to observation of languages.

2.1.3. The names of the categories

As we said in 1.3 concerning cross-classificat@ur, categories belong to the two axiss at the
same time. We decided to divide the categories atimn from the two axiss into two
successive sub-sets: first the analytical levelstAA3), then the transversal ones (a4 to A6):
A-Language an communication

Al- Language as a semiological system

A2- Language and society
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A3- Verbal and non- verbal communication 36

A4- Development of languages

A5- Plurality et diversity of languages — multilurgism / plurilingualism
A6- Similarities and differences

A7- Languages and acquisition / learning

In order to avoid repetition due to cross-clasati@n we did not place descriptors too closely
linked to the transversal categories A4 to A7 iatises Al to A4. W hen it was necessary to
take account in the transversal categories of geecs which could also have been included
in categories A1 and A3 we regrouped them in ®ib-sorresponding to Al to A3, and in

the same order.

This is why there are descriptors in A@ngilarities and differenc@svhich relate to language
as a semiological system (therefore, to Al). Theypdaced in the first part of this category,
followed by all the descriptors concerning commatian (A3).

Finally, a few explanations — where we think theeeded — about the choice of certain
categories and their coherence:

Language as a semiological system

This category describes resources which have tovitto language as system of signs. It
includes some general resources, especially coingetime arbitrary nature of linguistic signs,
which can, if not properly understood, pose cogaitobstacles. Others are metalinguistic
“barriers”, of mistaken knowledge, often the refitlinguistic ethnocentricity. Observation
of several languages enables learners to make Hmgwledge more systematic, by
generalising it in a process of distancing themeslvom their initial prejudices. In this way,
they gain understanding by discovery of the conveat nature of language, the existence of
rules which regulate how it works at different llsvef analysis — morphology and syntax,
phonetics and phonology, writing and speech. Ireotlvords, pluralistic approaches are
intended to make it easier to learn basic lingtiistincepts.

The clasd.anguage and Societis also concerned with language study, but in¢age in its
social context. Language in this view is consideaed set of options people have to choose
among if they want to communicate successfully;lsttuategory 3Verbal and non-verbal
communication, broadens this field of study beyond the concepfaofjuage. In fact
category 3 treats language use as a multi-chaiysedma (following ideas derived from the
school of Palo Alto, or those of interactionist eggrches) which see communication from a
pragmatic and cultural perspective. Communicatisnhere viewed as the behaviour of
interlocutors. That is why one can state that ideorto react in an interactive situation,
especially if it is multi-lingual, it is not enoughst to have a knowledge of verbal and non-
verbal linguistic codes, but also know about whad &0 whom one is speaking, how and in
what situation one is doing this, and also whens&y something or to stay silent.
Communication involves, too, the concept of idgntwhich is developed from a point of
view of the acceptance and the construction ofasaedentity — in which language plays an
important part.

36 our major categorjanguage and Societys made tenable — apart from considerations taktmpunt of
language use in a situation, by the wish to inclode-verbal aspects of language among the knowledge
resources.
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Plurality, diversity, Multilingualism et plurilingualism

In this category we have placed the various ressufocusing on linguistic diversity,
considered in the light of the CEFR, either asteeldo the existence of different languages in
a given society, or relative to knowing a numbetasiguages. The descriptors include these
variations by stressing the complexity of situasievhere languages are in contact and events
linked to the way social groups perceive each other

In the categoryLanguages and acquisition / learningwhich we treat as a transversal
category, we thought it was necessary to distitgasquisition / learning of phonological
features, pragmatic functions, the use of registesocial contexts ... We refer with these
descriptors to the declarative aspect of this magonpetence, ability to learn. The descriptors
in the list promote the ability to transfer knowgedfrom one domain to another. It concerns
especially knowledge which builds on one item aofgliistic knowledge to learn another
linguistic item:knows that one can use learning strategies, knbatsdn can use structural,
discursive and pragmatic similarities among langesdo help to learn thertt.also concerns
repertoires of explicit knowledge in the field okta-learning which can facilitate learning
processes in both linguistic and other domarows that one can use learning strategies.

2.2. The section « Culture »

2.2.1. Characteristics of the objects included

In the section on culture we have proposed twoskofdknowledge:

a) Culture as a system (models) of learnt and dharactices, typical of a particular
community, which allow us to predict and interpaspects of the behaviours of people from
that community:Knows some similarities / differences between $quectice / customs of
different cultures

b) culture as mental attitudes (ways of thinkingfeeling, etc.) which are acceptable in a
community, when these are social attitudes nattstrindividual. As theCommon European
Framework of Referencgays clearly one’s world view and language deveftop mutual
relationship and efficient communication dependstlmn congruence between the ways in
which interlocutors categorise their experienceeality and the language they use to express
this: Is familiar with some interpretative schemata radgtto certain cultures with regard to
knowledge of the world {numbering, measurements wéyelling the time etc.).

2.2.2. The names of the categories

As we explained in relation to cross-classificat{gh 1.3) our « culture » categories are also
described on two axes. We decided to distributec#itegories stemming from the two axes in
two successive sub-sets : first cultural domaink t@B3) then the transversal categories (B4
and B5):

B. Culture
B.1 Culture and social practices
B.2 Culture and social representations
B.3 Cultural references
B.4. Cultural diversity
B.5 Culture and identity
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Culture and social practices

In this category we have included resources whielsgnt culture as norms of social conduct
which help interlocutors to interact, either bygiey them to select relevant behaviour, or by
enabling them to interpret and predict how otheilsbghave. Account must be taken, within
these norms, to typical taboos in each culture hiten cause problems which are not easy
to overcome in plurilingual / pluricultural situatis because of all that is implicit in the
situation.

The categoryulture and social representationaresents resourcegich are directly related

to different ways of thinking and to interpretatsehemata. In fact, our view of the world and
language (as th€Eommon European Framework of Referepo@ts out) develop in a way
which is closely intertwined, beginning in infanapd enriched by education and experience
in adolescence and during adult life. Communicati@pends on congruence between the
ways in which interlocutors categorise their expece of reality and the language they use to
express this. This difficulty is compounded whensitquestion of everyday schemata and
stereotypes, which often cause misunderstandingsadarge proportion of communication
problems in plurilingual / pluricultural situations

Cultural references

This next category on the field of culture explaardd illustrates aspects of the previous
category in practice, also referred to in @@mmon European Framework of Refereridas
knowledge or image of the real world includes krexgle of places, institutions and
organisations, of people, objects, facts (like dgample, daily life, living conditions, inter-
personal relations, values, social beliefs andacust and ritual behaviour); it also includes
the classification of things (concrete, abstraotmate, inanimate etc.), properties of things
and how they are related (time-space, associataditeal, logical, casual etc.) — in all these,
as in other forms of culture related knowledge,gleage has a very important role.
Knowledge of the world includes knowledge of sogieind the culture(s) of language
communities and it is frequently distorted by stéypes

It is also true that some items of knowledge, likese in 2.6ls aware of historical and
geographical facts which have influenced / influertbe appearance or development of
certain languageshave their source in the transversal element ofapstic approaches,
especially with regard to observation of languaddgralistic approaches enable one to gain
access to features of the development and the dgmaof languages, and to the knowledge
of historical and geographical factors linked téfedtent cultures. This justifies their presence
among the linguistic descriptors in spite of tlwiltural aspect.

Cultural diversity

This transversatategory is closely linked t8imilarities and differencesahich we included
for Language; it is organised from the point ofwief the resources which are the basis of the
three previous categories. It is justified becatskeals with the communicative needs which
are typical of plural contexts. When people usediite in family groups which were
relatively mono-cultural, they did not need to meaee of their culture, since everything was
predictable and logical. But in a plural contexteiyone has to be aware of the similarities
and differences between their own culture and opiegple’s so that they can interact with
others. In a sense we can say that cultural knaelezthnnot exist without knowledge of
cultural diversity.
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Culture and identity

As we have already said, identity, even individdaintity, is constructed in interaction and,
therefore, it is a reality with a basically soa#&hension, linked to culture and to the way one
views oneself as to where one belongs in societiyvéathin a culture. Given that identity is
constructed in interaction, it includes aspectscihare directly related to the image an
individual has of the language or languages s/kalksp and for this reason we have included
references to identity undeanguage and communication

3. Terminology

In contrast to the two other lists, we have ndtdely need — in the section on knowledge — to
include any special notes on terminology. This ige dn part to the limited variety of
predicates and to the fact that our terminologyesponds closely to that of the CEFR (cf. for
linguistic resources:5.2 Communicative language competencesid in relation to culture
“5.1.1 Knowledge)
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D - THE ATTITUDES

1. List of descriptors of resources

Key to signs

C : real « object »
G : general « object »
A : abstract « object »

A.1l. Attention / Sensitivity / Curiosity [interest] / Positive acceptance /
Receptiveness / Respect / Valuing languages, cuksr linguistic and
cultural diversity

-
~

2d

1 Attention
to « foreign » languages /, cultures / people <C>
to the linguistic / cultural / human diversity af@s environment <G>,
to language in general <G>,
to ° linguistic / cultural / human diversity in genal [as such] <A>.
1.1 + |Attention to language (to semiotic features) inegah<valid for cultues and peopls
too>
1.11 + Attention toverbal and non-verbghsils in communication
112 + Attention to [paying attention to] formal aspectslanguage and languages
viewing language as an object for refelction
1.2 + Attention to manifestations of culture
2 Sensitivity °°to the existence of other languages, people®Q)C/ to the diversity g
languages, cultures, people (A)°°
2.1 + | Sensitivity to one’s own language and other langesag <valid for language and
culture>
2.2 ++ | Sensitivity to linguistic / culturaifiérences®
221 + Being sensitive to different aspects of languagéclvivary from language {
language < valid for language and culture >
2211 ++ Being sensitive to the diversity of sound system$anguages {accentg
forms, graphic forms, syntactic organisation etc.}
<idem for Culture : table manners, highway codes.>
222 + Being sensitive to (local / regional / social / agkated) variants of the sar
language (dialect) , < valid for language and celte
223 ++ Being sensitive to the features of otherness language (for example words i

French borrowed from other languages) < validdoguage and culture >
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2.3 + Sensitivity to linguistic / culturahsilarities®

24 + | Being sensitive to <both> differences and similesiamong different languagesadid
for language and culture>

2411 ++ Being sensitive to (both) the great diversity oé tvays used to gre
people and to initiate camunication, and to the similarities in {
universal need to greet others and to communicekethhem.

25 + Sensitivity to plurilingualism and taipkulturality of near and far-away environmenfs

25.1 + Being sensitive [aware 3f] the linguistic diversity of society
252 ++ Being sensitive to [aware of] the lirsgic / cultural diversity of school classes
2521 ++ Being sensitive to the diversity of languages pmesa a school clags

(when these are related to one’s own linguisticvkedge) <valid for
language and culture >

2.6 ++ | Sensitivity to the relativity of lingtic / cultural usage®

3 Curiosity / Interest

about « foreign » °°languages / cultures / peopl€) / pluricultural
environments(C)°°

about linguistic / cultural / human diversity iretenvironment (G)
about linguistic / cultural / human diversity °general [as such] (A)

3.1 + Curiosity about multi- lingual / muttislitural environments®

3.2 + | Curiosity about discovering how languagesrkv@/ one’s own / others) <valid f
languages and cultures>

3.21 ++ Being curious about (and wanting to understand)sthlarities and difference
between one’s own culture and the target cultavalid for languages ar
cultures>

3.3 + | Interest in discovering other perspectives on prgation of familiar and unfamiliar phenomena

both in one’s own and in other cultures and cultpractices

3.4 + | Interest in why things are happening in the way tthe in cross-cultural interactiorss/alid for
languages and cultures>

4 Positive acceptancef °°linguistic / cultural diversity °° (C + G) / oftbers (C + G)
of what is different (A)°°

41 + To break down negative attitudes / intolerance tdgavhat is different <valid fg
languages and cultures>

=

4111 ++ To accept that other languages may organise thetraotion of meaning
by using phonological distinctions / syntactic stanes different fron
those of one’s own language.
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4112 + To accept the fact that signs and typographicalventions {inverteg
commas, accents, "R" in German} differ from thoseduin thel anguage pf
education. To break down negative attitudes / éntoice towards what |is
different  <valid for language and culture> {exdasp Culture : d@ble
manners, rituals, etc.}

4113 + To accept different kinds of cultural behaviourtalfle manners,/ ritua)s

etc./...)

412 + To tolerate and accept other modes of interpretiramnts etc.

4.1.3 + To have a positive attitude to timestitutions and traditions of other cultures d
appreciate them {for example, clothes, food, fedsiy eduaction system, laws}
<valid for language and culture>

4.2 ++| To accept [Acknowledge] the importance of all laages / cultures and the differ¢nt

position each one has in daily life. 'importanaetdutes les °langues / cultures® et leur
place différente dans la vie quotidienne / To acpepknowledge] the importance of :
languages / cultures

421 ++ °Acceptance [acknowledgement] / taking account loé tvalue of all the
languages / cultures in a school

4211 ++ °To accept positively, to show interest in minorigyyguages in the cla

<valid for language and culture>

4.3 +| To react positively to bilingual nesdof communication (and the way they function

4.4 + | To accept the range and the complexity of lingaistcultural differences (and that,

because of this, one cannot grasp everything)

44.1 + To accept [acknowledge] the linguistic / culturahplexity of individual / group

identities as a positive feature of groups anded@s.

5 Receptiveness to diversityif the languages / people / cultures® of the w(@j/ to
diversity as such [to difference in oneself] [tb@tess] (A)°°

51 + |Empathy [Receptiveness] towards otherness ((Bgpaowards otherness
Willingness (...) to extend a sense of empathy))

5.2 + | Receptiveness towards people withrdémguages (and their languages)

5.3 + | Receptiveness to languages / cultures®

531 + Receptiveness towards undervalued languages /resilfiminority languages|/

cultures, languages / cultures of migrants

532 + Receptiveness toward foreign language#ures taught at school

533 + Receptiveness to what is unfamiliaxvalid for language and culture>

5.3.31 ++ To be open to (and anticipate resistance) to weeams incomprehensibe
and different <valid for language and culture>

5332 + To be ready to listen to and to use sequencesunidseven if the meanirjg
is not understood
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6 °Respect / Esteem®
for « foreign » / « different » languages / cultifgeople (C)
for the linguistic / cultural human diversity ara@uane (C)
for linguistic / cultural / human diversity in itié¢in general] (A)
6.1 + | To respect differences and diversity (in a mathnic environment) <valid for langua|
and culture>
6.2 + | To have esteem for language / varieties of language
6.3 + | To give value to [appreciate] lingiogtcultural contacts®
6.31 + To consider that words borrowed from other langgag@ich a language <valid
for language and culture>
6.4 + | To have esteem for [give value tojigiialism
6.5 + | To consider that all languages havmkgorth
6.6 + | To respect for human dignity and equality of humights (as the democratic basis for sorial
interaction
6.6.1 + To have esteem for [give value toheadividual's language and culture
6.6.2 + To consider each language / culture to be a melharman deviopment, socigl

inclusionand a basis for exercising citizenship

A.2. Readiness / Motivation / Willingness / Desiréo be involved in action
related to languages and linguistic and cultural diersity

192}

7 (Psychological) readinesto relate with linguistic / cultural difference, twiplurality®

7.1 + Readiness to be invlioved in plurilinigyduricultural socialisation®

7.2 + Readiness to engage with the conventions and sitwdl (verbal, norverbal)

communication appropriate to a particualr context

721 + Readiness to trying to communicate in another lagguand to behave in wa
judged appropriaet by others

7.3 + Being ready to confront the difficu$timherent in plurilingual, pluricultural interaati

7.3.1 ++ Capacity to ‘go to meet’, with growing confideneghat is new and strange in language
behaviour and in cultural values of others

732 + Being ready to accept the anxiety inherent in phgual / pluricultural situation
and interaction

733 + Being ready to encounter different experiences fwdmat one expected <valid f
language and culture>

734 + Being ready to feel that one’s identity is threagerh peing ready to feel loss
identity]

735 + Being ready to be accorded the statysutdider’

7.4 + Readiness to share linguistic / cultkmawledge with others
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8 Motivation with regard to linguistic and cultural diversity)(C

8.1 ++

Motivation to study / compare the way different languages workrufdures
vocabulary, writng systems...}  <valid for langes and culture>

8.2.1 ++

Motivation to observe and analyseamifiar features of languages.

9 °Desire / willingness to engage / actin relation to linguistic or ctliral diversity / in
a plurilingual / pluricultural environment® (G, A)

to

9.1 ++ |Willingness to engage the challenges of linguistialtural diversity (with the awareng
of the need to go beyond tolerance, towards lewElanderstanding and spect, an
toward acceptance

9.2 ++ |Involving oneself consciously in building pluriliogl / pluricultural competence
Setting out deliberately to develop plurilingugldricultural socialisation®

93 + Willingness to build and share a mmon language related culture (made ug
knowledge, values and attitudes related to languggeerally shared by a community,

94 + Willingness to build a language related culturensity based on living knowledge
languages and language

941 + Engaging in developing a language related culturelvhelps one to understa

better what languages are {where they come fromy they have evolved, whgat
brings them nearer to each other or makes thererdit ...}

942 + Willingness to put into wrds / discuss the way one represents to ones#Hir

linguistic features (loan words, « mixtures » ofdaages / ...)

9.5 ++ Desire to find out about other languégéser cultures/ other peoples®

951 + Desire to meet other languages / othigtures / other peoples linked to one’s ¢

personal of family history or to that of people dkeows (because of the ri
experience such an encounter can offer)

9.6 + °Willingness / wish to / engage in communicatiothapeople of different cultures /
make contact with others.

9.6.1 + Willingness to interact with members of a host uxdt/ language < not avoidi

them, not seeking the company of compatriots>

9.6.2 ++ Willingness to try to understand differences in biedaviour / valug and attitud

of members of the host culture

9.6.3 ++ Willingness to establish relationships of equality plurilingual / pluricultura

interaction.

9.6.3.1 + Having positive attitudes toward assisting indidtiu from a differen

language / culture

9.6.3.2 + Have positive attitudes toward being assisted biduals from a differen

culture / language

9.7 + | Willingness [Commitment to] to assume the implioa / consequences of on
decisions and conduct < ethically, in terms of oesbility>

9.8. + | Willingness to learn from others, ftii@nguage / their culture®
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A.3. Questioning — Distancing — Decentring - Relatising

Attitudes / conduct looking to question — perhaps @ beyond — preconceived ideas , to
develop soundly based knowledge, to assess opini@ml value systems from a relative
point of view by activating psycho-social processesuch as suspended judgment,
distancing and decentring.

10 |Critical questioning attitude / approaching language / culture in gehéraa critical
way (G)

10.1 + | Being willing to ask questions about languagedtuoes

10.2 ++ |Considering languages / linguistic diversity / laage learning / their importance / th
usefulness as objects « open to question »

10.2.1 ++ Considering the way languages work and their déffierunits {phonems / words

sentences / texts} as objects of analysis andatesle

10.2.2 ++ Considering one’s own opinions and attitudes widgard to bi- and plur
lingualism as open to question.

10.2.3 ++ Having critical awareness of the function of langgian the development a
preservation of discrimination in society / < otc®-political aspects connect
to the functions and status of languages

10.2.3.1 + Having a critical view of the use aidage to manipulate people

10.3 ++ |Willingness to question the values and presupmostiin cultural practices a
products in one’s own environment

10.3.1 ++ Ability to distance oneself from information andimipns of interlocutors abo
one’s own community / about their community

10.4 + | Critical awareness of the values (nyproh®ther people

11 | Desire to build up « informed » knowledge / opinioa(C, G)

11.1 ++ | Wanting to gain a mre scientific / less normatii@wof linguistic / cultural
manifestations {loan words / mixed languages etc. }

11.2 Willingness to take account of complexity/ igvgeneralisations.

11.2.1 ++ Willingness to adopt a nuanced view of diverse foand different types of

plurilingualism.

11.3 + | Willingness to distance oneself from conventiontitiades to cultural differences
ability to overcome obstacles and to adopt posi@tttudes towards language$
cultures / communication in general.

11.4 ++ | Willingness to gain awareness of glgrablems

11.5 + |Ability to adopt attitudes which correspond to kriesge about diversity whatever
may be

11.5.1 +++ Adopting a dynamic / evolving / mixed view of larages ( in contrast to the id

of « the purity of the language » )
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12 | °Readiness to / Willingness to suspend judgment bandon acquired viewpoints
prejudices - Distancing (C)

12.1 +++ |Being prepared to step outside one’s own languadeasee it from a different
perspective. < valid for language and culture>

12.2 +++ | Readiness to suspend belief about @versculture / about other cultures

12.4 ++ | Willingness to combat [/deconstruct] prejudice todgaother languages and those \
speak them

12411 +++ Being ready to get rid of prejudiceacerning minority languages

12.5 ++| Being ready to confront one’s own padées

12.5.1 ++ Being aware of own negative reactions to differen¢across languages and

cultures {fear, ridicule, disgust, superiority, .¢tc

13 |Readiness to set in mwtion a process of linguistic / cultural decentring/

relativising(C)

13.1 + |Being ready to step outside one’s own cultural peints and be watchful with regg
to how it might affect one’s opinions / Being readytake account of features of ong’s
own culture which influence how one perceives thaldvaround, our daily life, th
way we think.

13.2 ++ |Accepting a suspension and questioning (perhapssmoal) of one’s own (verbal af

micro other) habits / conduct / values..... and to adopth@ps provisionally) other condugt /
attitudes / values than those which up to thattplead made up one’s linguistic &
cultural identity.

13.2.1 +++ Be ready to « decentreoneself in relation to one’s mother tongue /agltand

the culture of the school°.

13.2.2 + Readiness to put oneself in anothelop&s place

13.3 ++ |Readiness to go beyond the schemata formed inorelet one’s mother tongue to
able to apprehend other languages as they realfuaderstand better how they work /
understand /[ know] that a first language is thetlanguage but one linguistic systs
among others}.

13.4 ++ |Readiness to refelct on the differences among Egesi and on the relative nature
one’s own linguistic systme <valid for languagel &ulture>

13.4.1 +++ Readiness to distance oneself whermpirging formal similiarities

A.4. Willingness to adapt / Self assurance / Feefia of familiarity

14 | °Willingness / being ready to adapt / Flexibility(C, G)

141 + |Willingness (..) to be flexible ( to adapt one’s behaviour) in coumicating an
interacting with those who are linguistically andtarally different

14.2 + | Readiness to experience the differegfes of adaptation to another culture

1421 + Willingness totry to deal with the emotions / frustrations caubgdoarticipatior

in another culture
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1422 + Willingness to adapt one’s behaviour in accordanocghat one learns about h
culture communication
14.3 ++ | Flexibility in the approach (behaviowttitudes) to foreign languages
14.4 ++ |Willingness (...) to grapple with multiple ways ofrpeiving, of expressing (one)self,
and of behaving
14,5 ++| Having tolerance for ambiguity
15 |Having confidence in oneself / Feeling comfortablEs)

15.1 ++|Feeling capable of coping with the complexity / tiigersity of different contexts/
interlocutors®

15.2 + | Communicating (°expression / recepjiavith confidence

15.3 + |Being confident in one’s own abilities in relation languages (/to analysing them /
using them).

15.3.1 +++ Being confident in one’s ability to analyse andets unknown or unfamiliar

languages

15.3.2 + Having confidence in one’s own linguistic abilitiggined through study and

learning

16 | Feelings of familiarity (C)

16.1  ++|Having feelings of familiarity linked to similarés / proximity between language
cultures®

16.2 +++ Having an impression that any language / cultureldcdbe an accessible « objeqt
(certain aspects of which are known).

16.2.1 +++ Having (progressively) a feeling thatamiliar sounds are becoming familiar

A.5. Identity

17 | Assuming one’s own (linguistic / cultural) identity(A, C)

17.1  ++ | Being sensitive to the complex / diverse naturtheflanguage related « relationshijs
which each of us has with language in general aitidl specific languages. <valid f
language and culture>

17.1.1 ++ Readiness to consider one’s own relationship terdiht languages / culturesjin

the light of one’s history and place in the world

17.2 Acknowledging that one has a social identity in ehthe language / languages

+++ speaks play an important role <valid for languagye eulture>

17.21 + Assuming one’s position [recognise oneself] as aber of a social / culturall/

linguistic community (which may be plural)

17.2.2 + Accepting a bi-, pluri-lingual / biHup-cultural identity®

17.2.3 ++ Considering that a bi-, pluri-lingédli-, pluri-cultural identity is an advantage
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U7

17.3  ++ | Viewing one’s own historical identity with confide® / pride but with respect for oth
identities
1731 + Self-esteem, for whetever language(s) may be caoede(minority language
undervalued languages. <valid for languages artdres
17.4 + |Being attentive [watchful] to the risks that cortadgth other dominant languages /

culture(s) can lead to cultural alienation and irg@shment

A.6. Attitudes towards learning

18 | Sensitivity to experiencgC)

18.1 + |Being sensitive to the range / value / interestook’s own linguistic / culturg
competences.

18.2 Valuing language learning / acquisition, whatevee tontext in which it has be

++ acquired {in school, out of school}

18.3 + Being ready to learn from mistakes

184 + Having confidence in one’s ability to learn langead in one’s ability to extend t
range of one’s linguistic competence

19 | Motivation for learning languages (language of edwation, foreign languages etc

(C, G)
19.1 ++ | Positive attitude to language learrfamd to speakers of these languages).
19.1.1 + Interest in learning the language / languages @fstthool <for pupils with othéer
languages>

19.1.2 + Desire to master one’s first language / languagedatation®

19.1.3 Desire to learn other languages

++

19.1.4 Interest in learning other languges than thoseedemt taught in school.

+++

19.1.5 Interest in learning languages little taught incdh

+++

19.2 ++ | Interste in more conscious / more ctlelanodes of language learning®

193 + Readiness to continue autonomously with languameileg started in a formal learni
environment

194 + Readiness for lifelong language learning

20 |Attitudes directed towards forming informed and relevant approaches tg

learning languageqA, C)
20.1 Readiness to adapt one’s knowledge about / vieksnguage learning when they se
T+ not to promote effective language learning {negapvejudice}
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20.2 Interest in identifying one’s own preferred leaistyle / to techniquesf effective
+ learning

20.2.1 Finding out about suitable / specific comprehensstmategies to cope with @an
++ unfamiliar linguistic code
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2. Commentary

2.0. Introduction

As the Common European Framework of Reference ot « The communicative activity
of users / learners is affected not only by th@iowledge, understanding and skills, but also
by selfhood factors connected with their individyagrsonalities, characterised by the
attitudes, motivations, values, beliefs, cognitstyes and personality types which contribute
to their personal identity » But, above all, as @eFR goes on to say, these « attitudes and
personal factors greatly affect not only the lamguasers’ learners’ roles in communicative
acts, but also their ability to learn » ; as a egpence of this, « the development of an ‘inter-
cultural personality’ involving both attitudes aad/areness is seen by many as an important
educational goal in its own right xCémmon European Framework of Reference for
Languages : learning, teaching, assessmeni05 - 106).

The set of descriptors of competences that we peo@uced — and thus this list of resources —
needs therefore to take account of what nowadayslisded under the term « savoir-étres » /
“existential competence” in the CEFR, “attitudes”aur lists(see the notes on terminology).
However, when we use this term, we do not incluxigcey the same things as the CEFR
does. The CEFR does, as we do, incladgtudes, aspects ofmotivation, valuesand
personality traits(for example: silent / talkative, enterprising A slptimistic / pessimistic,
introvert / extravert, self-assured / lacking sedburance, openness / narrow-mindedness, but
also things which we place in the category of cammpees ¢ognitive styles, intelligencas a
personality trait, insofar as this can be considas distinct) of the category of knowledge
(beliefs..)38...).

Equally, like the authors of the Framework we néedpose a number of « ethical and

pedagogical » questions concerning which featurestitudes can legitimately be considered

as relevant objectives for learning / teaching. TR (p.104 — 105) raises some of these
issues :

— the extent to which personality development caaibexplicit educational objective
— how cultural relativism can be reconciled withieal or moral integrity

— which personality factors a) facilitate b) impedeeign or second language learning and
acquisition», etc.

In our view one should only take account of « publiaspects of attitudes — that is, those that
are not part of an individual's purely private sghe which have a « rationalisable » effect on
the relevant competences and, above all, can aped by using pluralistic approaches.

14

These, therefore, are resouffedescribing different features — public, rationatiaeachable
— of the attitudes we have collected in our pathefframework.

38 There can be discussion of the nature and stéthsliefs within the huge domain of « knowledgebsit it
seemed to us to belong here rather than in thatibides.

39 The resources may be simple or compound, as waaieed in the general presentation of CARAP (chiapt
3.2.3).
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2.1. Organisation

2.1.1. Predicates and objects

As in the other domains (Cf. General presentati@nl} the set of resources in this part of the
framework are based on predicates, which descebe 4 ways of being » of subjects — and
which can be applied to objects of different kinds.

2.1.1.1. Categories and sub-categories

As far as possible, we have tried to organisegéars of the framework on two levels:
e on a first level according to the predicates ;
e within each category of predicates according tbcategories of object

Predicate 1
Object 1.1
Object 1.2
Object 1.3
Predicate 2
Object 2.1
Object 2.2
Object 2.3
Predicate 3
Object 3.1

etc.

We will use the term organisation of categoriestfeg predicates, and organisation in sub-
categories for the objects. However, it must be iaddch that while the organisation of
predicate categories has been done as methodaadlyrigorously as possible, this is much
less the case for the sub-categories — especialtpuse (a) systematic reference to all the
objects to which the predicates could apply wouddobth tiresome and redund&htand (b)
the diversity of the objects to which a predicabelld apply is large and could seem a little
random. We will return to this subjedf(infra, 1.3).

Note, too, that — as is the case for knowledge skilts, the descriptors which are linked —
especially narrowly — to learning are dealt withairseparate section, even when they repeat
predicates which are already included as prediciates category of our frameworkCf.
General presentation, 5.4: concerning categoriatecketo learning).

2.1.2. Concerning categories (the « predicates »)

The predicates of this section of the frameworleréd « ways of being » of subjects. They
are expressed either as nouns / nominal grosgrssitivity to, readiness to engage ar as
verb groupslfe sensitive to ; respect ;be ready wath the selected according to how we can
most precisely and unequivocally express the mgawa want.. In most cases the nominal
expressions could be paraphrased — more awkwardly verb groups using « being able to
apply » gensitivity to — being able to apply sensitivity to

40 see also the chapter presenting the skills.

41 Because,of, among other things, the number oserlassificationsCf. General Presentation, 5.2.
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It should also be noted that we have included etsnevhich at first sight could be
considered as referring to the « object » withim ooncept of predicates. In this way we
consider that in expressions likellingness to question our own views willingness to be
involved in plurilingual socialisatiothe predicates amsillingness to questionr willingness
to engageand not just «willingness». The «internal disgosit is not simply the willingness
but a willingness toengage or awillingness to questionin the same way we make a
distinction between the predicasecept to view critically(in accept to view one’s own
representation ofliversity) form the predicataccept(in accept diversity

The predicates we have included raise a numbeetemological” issues relating to the
ways they are related to each other.; here arekamples :

¢ When should two expressions which are close in mgaon each other be grouped in
a single predicate? We did this for “curiosity” atidterest” because we felt that the
two terms both express an attitude of orientatmmards an object of a comparable
intensity (stronger than “sensitivity” but not goomg as “positive acceptance?s.

e Conversely, when does it become necessary to glissh two predicates? We decided
to distinguish “receptiveness to” from “positivecaptance” in order to show that
receptiveness is a disposition and “positive aceg” is basically intellectual. ...

In fact, the relationship between the predicatemoct be described in a rigorously logical
way, for two reasons : the nature of the objecty tire applied to influences the nature of the
predicates gensitivity towards one’s own languagé descriptor 2.1.) describes a feeling
which is not necessarily implied ®gnsitivity to indicators of otherness in a langedcf.
descriptor 2.2.3) ; also, mutual exclusivity amgmgdicates cannot always be guaranteed
(positive acceptance presupposes a certain dedrsensitivity, but, as we have just seen,
sensitivity can, in turn, presuppose acceptanck ;the chapter of general introduction,
paragraph 5.3).

We accept these limits to our project, since wimamts most is a practical result which is its
capacity to map the little explored terrain of plistic approaches’.

It should finally be noted that although this distion is not systematically applied, the
predicates of our framework can be separated imset which are in one way or another
directed towards the realworld (from oneself towards the world : for exampeeptiveness
to diversity) orself-directed (from oneself towards oneself via the real worldnfadence,
feelings of identity etc.).

So in our framework we have identifi@@ categoriesof predicates, which are divided into 6
major sets (Al to A6). In the following commentavg present the 6 sets and when it seems
relevant make more specific comments on the ordeth® predicates or the predicates
themselves.

-Al

The resources of the first « domain » are basedttitndinal predicates which describe how
subjects are « directed towards the world », theldvof otherness, of diversity. In other
words they are composed of attitudes to linguiatid cultural diversity and in the ways this
can be grasped, at different levels of abstracfidre predicates of this group are organised
according ot a progression of attitudes on a aximf«less involved»tdrgeted attentionto

« more involved »diving valueto).

42t is the same for respect, esteem, for exampieWillingness / determination to act ».

43 see also note 2 of tigeneral presentatian
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This set groups 6 predicates :
1. Awareness / attentiveness
towards languages / cultures / « foreign » peofie <
towards the linguistic / cultural / human diversitiythe world around us<G>,
towards language in general <G>,
towards linguistic / cultural / human diversitygeneral

This is the basic attitude encouraged by pluraligfproaches; in contrast to the subsequent pteslica
such as sensitivity or curiosity it is « neutrand « acknowledges the fact of diversity » andtbas be
applied to any manifestation of language or cujtirelescribes a sort of zero level of commitment
towards diversity and for that reason we havetitaisd it only with descriptors with regard to laage

in general

2. Sensitivity towards the existence of other languages (C,@)féeling for the
diversity of other languages (A)°°
This is also a basic attitude, but in this caggésupposes an « affective » approach to manibestaif

language and culture, although it is still relayueeutral

3. Curiosity / Interest for/ in languages / cultures / « foreign » peoplelurilingual
contexts (C)°° for / in linguistic / cultural / han diversity of the environment (G) for
/ in linguistic / cultural / human diversity in gemral [as such](A)

This is an attitude for which the focus on langyamgture and the person is more obviously markedbes not
presume at this stage an « openness » (there caarifesalthy » curiosity...).

4. Positive acceptanceof linguistic / cultural diversity of others (C &) of what is
different (A)

5. Receptiveness to the diversitgf the world’s languages, people and cultures (G)
and to diversity in general [to one’s own differesf[to otherness] (A)°°

6. Respect, Esteerror « foreign » and different languages, cultures$ people

(C) for the linguistic, cultural and human diveysitf the environment (A).

-A2

The resources described in the second « domaia bamed on attitudinal predicates direced
towards action in relationship to otherness ancerdity. The consist of attitudes which
express readiness, desire, will to act with regartihguistic and cultural diversity and with
ways in which it can be grasped at different degdeabstraction.

The three predicates in this set are ordered towvspmgress on an axis from «less
committed » (readiness) to « more committedit,(determination).

7. (Psychological) readineswith regard to linguistic / cultural diversity /yhlity °.
8. Motivation with regard to linguistic / cultural diversity (C).

9. Desire / willingness to engage / actin relation to linguistic or cultural diversity
/in a plurilingual / pluricultural environment{C, G, A).

-A3.

This set includes 4 predicates which focus a « wfayeing » in relation to language and to
cultures : active, determined, enabling one to ggohd the evidence, engraved concepts
coming from one’s first language. It progressesfquestioning to cecentring.
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10. Critical questioning attitude / approaching language / culture in general in a
critical way (G).
11. Desire to build up « informed » knowledge / opions (C, G)

This attitude is made up simply of the desire teettep this knowledge ; the knowledge itself belongs
to the knowledge category and the ability to dgwélem is a skill.

12. °°Readiness to / Willingness to suspend judgnter abandon acquired
viewpoints / prejudices - Distancing(C)

13. Readiness to set in motion a process of lingtics/ cultural decentring /
relativising(C)

-AA4.

These are 3 categories of attitude which focus sychm-sociological processes in an
individual’'s way of being in the world (in a contexf linguistic and cultural plurality) In
some way they are directed towards oneself. Addjpyais primarily a skill, but one which
has an large attitudinal component. We make andtsbin between desire to adapt / readiness
for adaptation which are attitudes and adaptabitbgif, which is a skill.

14. Willingness / being ready to adapt / Flexibily (C, G).
15. Having confidence in oneself / Feeling comfotbée (G)
16. Feeling of familiarity (C).

Here, (in contrast with the resources linked tosgasity) the content is in a way secondary
(even if there is always content!): it is the fagliof familiarity as such, intuitive, experienced,
as a constituent part of confidence on which weepthe focus.

- A5,

This resource focuses on the individual's relatmsto language, and, as such, it is an
attitude which is probably essential for copinghwplural environments.

17. Assuming one’s own (linguistic / cultural) idetity (A, C)

- A.G.

The sixth group contains attitudes related to kegrnt is different from the others as it is not
related to the other predicates with regard tduaitis towards diversity, but to a set of
attitudinal resources linked in one way or anotbehe ability to learn.

18. Sensitivity to experiencéC).

This aspect is not just central to learning bub af®re generally to an overall relationship to
languages and cultures, as an attitude which ppesas a relationship to everyday reality
(taking account of experience), which is gives teptiality for mobility.

19. Motivation for learning languages (language oeducation, foreign languages
etc.)(C, G)

20. Attitudes directed towards forming informed and relevant approaches to
learning languageqA, C).
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2.1.3. Concerning sub-categories (the objects)

The second level in the organisation of the franmbwaoncerns the objects to which the
attitudinal predicates are applied:

As is the case for knowledge and skills, ATTITUDESnot exist independently of objects to
which they can be applied, and which have the effégiving predicates a form which is in
part specific, in each case with a slightly diffgrauancé4. At a second level, that of the sub-
categories, the ATTITUDES are therefore orderedombng to « domains » of objects
(language, then at a more detailed level of desonpwords, sounds, usage etc.; culture;
people; etc.).

But it must be stressed that — for the reasonsngiveéhe General presentatioand in point
1.1.1 of this commentary, especially the fact tinat majority of objects could be linked to
several predicates — we have not tried to be aermsgdic in the ordering of objects as we
were with the predicates. As far as possible, wee iaken care to give preference for each
predicate to examples or illustrations which seetoelnke both the most characteristic of what
we found in the works which made up our researchuand above all, those which seemed
to have especial pedagogic reference in the coofepiuralistic approaches to languages and
cultures.

At the level of the 20 categories of predicatetideld*>, we have also tried to distinguish the
predicates according to tketypes »of objects to which they can be particularly applied:
concreteobjects (language x, for examplapstractobjects, which can be themselves distinct
according to whether they can have a material f@mguistic diversity, for example) or
whether they evoke a genuinely abstract notioreelirfg (for example, difference, otherness
etc. 6. In this context, we divide objects into concré@, global G) et abstract4). This
way of distinguishing objects is only used at el of predicate categories, but not for entry
included in the categories.

Concerning the sub-categories « language » and dt(e »

Languages and cultures are in this way to be seer domains » of objects. But a study of
the literature enabled us to explore whether tleelipates which apply to both of these are the
same, or whether, with a strong orientation to riqadar kind of object, they are specific to
one or other of the domains. In other words, théhowological organisation we included for
practical organisational reasons showed itself fi@akas it gave mutual insights into the tow
domains of object. For this reason, in the tabléshe framework, we have kept this
distinction and shown (in the comments) paralletidmtween the two (when we discovered
the same features for both domains) the gaps in amehe other domain and even
« obsessions » linked to one or other of the dosnand any contradictions between them..

44cf. 1.2, concerning the predicate « sensitivity ». Bt will not take explanation of these nuances any
further.

45 But not at the level of each entry we have kephiwithe predicate categories.

46 Thus, for example, there could be languages XZ,Ythe language diversity in the class — in otherds a
number of actual languages, viewed globally — duersity as such, as a value, so to say (cf. bierdity). We
think the three types should be distinguished wdren speaks of attitudes: rather in the way thatesom racist
might criticise certain races .. while having aerfid belonging to one of them. These distinctiors® &lave
pedagogic consequences : one can wonder whetisendcessary to start with exploring real langudugfsre
one can be ready to construct a concept of liniguisgersity, then of diversity as such.
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2.2. Notes on terminology

Reminder: see also the notes on terminology comggrthe whole framework, especially
with regard tounderstandandrecognise.

Appreciate, esteem, value

All these verbs can express the predicate « gmtgevto » and could allow us to avoi
« valoriser in Frenchcf. below. However, the first two can also be used to n
“assess” which is more of a skill, so we have aloided them.

= In the case of esteem, the second meaning candigedvby using the nm (have
esteem for) — an attitude — which is clearly défarated from estimation — a skill)
[translator’s note — in English this difficulty iz@ided by the distinction between to
esteem and to estimat€his (have esteem for) is the term we have usedrierof
our categories of predicate (6. Respect / Estekloyever,have esteerfor does
not work in all contexts (* «have esteem for lingid / cultural contacts)»; here we
have used «Give value to [appreciate] linguistialfural contacts»

d

Attention

The expression has a number of nuances which eastoser to skillsgay attentior
to...focus on .).or to attitudeslie receptive to.).

= We use it here in the second meaning.

Readiness / being disposed to...

These expressions are to be understood not dadhef having certain capacities for
action available (which would make them skills)t ks existential, an attitude of the
subject towards the world.

Sensitivity [being sensitive to]
Receptiveness...

We have used these two expressionglustrate something we have mentioned ir
introduction: the fact that an object which is cected to a predicate has an influenc

its meaning (in linguistic terms we could desctibis either as a collocation or attrik
it to a pragmatic effect of the context).

= The expressions can be linked to concrete objecked in a general way to
diversity (as in category 5 :5r&@ceptiveness to languagesultures) or be applied
in a more abstract way to individual characterssti8. Receptiveness to experierce.
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An ambiguous expression which can mean either
= «esteem as having value » (which is an attitude),
= « present as having value » (which is a skill),
=« enriching » (which is frequently used in engimsgrand also a skill)

= The French version (but not the English one) hasegdly avoided valorise

=

preferring less equivocal words such dsaving esteem for, giving value
(esteeming), (appreciating)cf. above
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E — THE SKILLS

1. Lists of resource descriptors

1. Savoir observer / savoir analyser

1 Can observe and analyse linguistic features / reatafions o

+  |culture in languages and cultures both familiar ankinown —at
different levels of familiarity

1.1. Can apply analytic processes and procedures

+

1.1.1. Can use inductive approaches to the observatiorapalysis of linguisti¢

+ and cultural features

1.1.2. Can formulate hypotheses on how languages work

+

1.1.3. Can use already known languages as a basis forlogéwg ways of

+++ exploring other languages and discovering theircstire

1.1.4. Can apply the simultaneous observation of a nundfelanguages to

+++ formulate hypotheses on the structure of a langaadghe way it works

1.1.5. Can make generalisations based on the identificatio analogies with

+ other languages

1.2. Can observe and analyse linguistic form and howuages work

+

1.2.1. Can listen (actively) to spoken production in diffiet languages

++

1.2.2. Can divide words into syllables and analyse these

++

1.2.3. Can analyse the working of a phonological system

+

1.2.4 Can observe different writing systems

++

1.2.5. Where these exist, can establish correspondendegedre script and

++ sound in a language

1.2.5.1. |Can decipher a text written in an unfamiliar script

++

1.2.6 Can observe and analyse morphological systems

1.2.6.1 |Can analyse the morphemes of (complex) words

+

1.2.7 Can divide compound words into their constituvords

1.2.8. Can observe and analyse syntactic structures

+

1.2.8.1 |Can analyse a syntactic structure in an unfamigiaguage, basing the

++ analysis on consistent structural features in sgitexical variations

1.2.9 Can apply analytical procedures to intergmetmeaning, or part of the
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| meaning of an utterance.

1.2.10 Can analyse pragmatic functions

1.2.11 Can analyse plurilingual communicative repegs / in plurilingua
situations

1.3. Can analyse manifestations of different calur

1.3.1. Can see what are the characteristic featir@gulture

1.3.1.1. . Can see what are the characteristioresbf his/her own culture

1.3.2. Can analyse the cultural origin of variasi@mcommunicative practice

1.3.2.1. |Can analyse misunderstandings due to culturalrdiffees

+

1.3.2.2. |Can analyse the schemata (stereotypes) used tpregttéehaviours
++

1.3.3. Can interpret authentic documents (newspaper mesli news

+ broadcasts, television programmes, rap music, @asto..) in the light
of the media culture in which they are produced.

1.3.4. Can analyse the cultural basis of some p@wndes of behaviour

1.3.5. Can analyse some specific features of society asecmences of

cultural differences.

1.3.5.1. |Can analyse social behaviour linking it to its ord context

1.3.5.2. | Can analyse social structures in the bdleultural differences.

1.4. Can develop a system for interpreting the speddé@tures of &
++ culture (meanings, beliefs, cultural customs ..... )

154

Can Recognise / Identify

2 Can recognise / identify linguistic femes / expressions of culty
+ in languages and cultures which are fairly familiar

2.1. Can recognise linguistic forms

+

2.1.1. ° Can recognise [identify] sound forms [has aueabgnition skills]

++

2111 Can recognise [identify] simple phonetic featurssujnds]

++

2.1.1.2. Can recognise [identify] features of prosody

++

2.1.1.3. Can recognise [identify] aurally a morpheme of adwvof familiar and
++ unfamiliar languages

2.1.1.4. Can identify languages on the basis of phonologealence

++

2.1.2. Can recognise [identify] written forms

+

2.1.2.1. Can recognise [identify] basic graphic signs {letteideograms,
++ punctuation marks...}
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2.1.2.2. Can recognise [identify] written morphemes / wondgamiliar and

++ unfamiliar languages

2.1.2.3. Can identify languages on the basis of graphicialesxce

++

2.1.3. Can use different kinds of linguistic evidence ¢oagnise [identify] words

++ of different origin

2.1.3.1. Can recognise [identify] loan words from other laages

+

2.2. Can recognise [identify] linguistic categories agmmar markers

++

2.3. Can identify languages on the basis of identifexaof linguistic forms

++

231 Can identify languages on the basis of phonologealence.

++

2.3.2. Can identify languages on the basis of graphicalemce.

++

2.3.3. Can identify languages on the basis of known woedgressions®

++

234 Can identify languages on the basis of grammatizakers

++

2.4. Can identify pragmatic functions

++

2.5. Can identify discourse types

++

2.6. Can °identify [recognise] [perceive]® °cultural speity / cultural features®

2.6.1 Can recognise / identify specifically culiuesatures or expressions of a
culture

2.6.2 Can recognise [identify] cultural references / lgackinds

2.6.2.1 |Can recognise [identify] cultural references / lgaokinds of othefr
pupils in the same class.

2.6.3 Can °identify [recognises]® communicative variatioengendered by cultunal
differences

2.6.3.1. |Can identify the risks of misunderstanding due téfeitnces in
communicative culture

2.6.4. Can recognise [identify] specific forms of behavidmked to cultura
differences.
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—+

2.6.5. Can recognise [identify] prejudices relatedperception of differen
cultures

3. Can compare

3 Can compare linguistic and cultural features offedént

+++ |languages / cultures [Can perceive how languagescatiures
can be close to or distant from each other]

3.1. Is familiar with and can apply procedures for mgkoomparisons

+++

3.1.1. Can establish relationships (between languagescalbgres) by applying

+++ different degrees of similarity.

3.1.2 . Can use a range of different criteria to recagisguistic and cultural

+++ closeness or distance

3.2. Can perceive closeness or distance between cothsarends (can

+++ discriminate aurally)

3.2.1. Can perceive closeness or distance between sirhpleefic features

+++ (sounds)

3.2.2. Can perceive closeness or distance between compeatares of

+++ prosody

3.2.3. Can perceive closeness or distance between phofestiares at

+++ word or morpheme level

3.2.4. Can compare languages aurally

+++

3.3. Can perceive closeness or distance between wfiters

+++

3.31 Can perceive similarities and differences betwaegtien signs

+++

3.3.2. Can perceive closeness or distance between grégdticres at word

+++ or morpheme level

3.3.3. Can compare the scripts used by two or more laregiag

+++

3.4. | Can perceive lexical similarities betweenead#éht languages

341 Can perceive direct lexical similarities

+++

3.4.2. Can perceive indirect lexical similarities [by idi#ying similarities with

+++ terms used in the same word family]

3.4.3. Can compare the form of loan words with their fanmthe language of

+++ origin

3.5 Can perceive global similarities between two or elanguages

+++

3.5.1 | Can make hypotheses about whether language®lated on the basis |of
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| +++ | similarities between them \

3.6. Can compare the relationships between phonologysampt in different

+++ languages

3.7. Can compare the structures of different languages

+++

3.8. Can compare the grammatical functions of diffetanguages

+++

3.9. Can compare the cultures of communication in d#fiférlanguages

+++ societies

3.9.1. Can compare the types of discourse in differerguages.

+++

3.9.1.1. Can compare the discourse types available in aneislanguage with

+++ those used in another language

3.9.2. Can compare the communicative repertoires useilfareht languages

+++

3.9.2.1. Can compare his / her own language behaviour Wwihdf speakers of

+++ other languages.

3.9.2.2. Can compare the differences between his / her oan-verbal

+++ communication procedures and those of other largyuagrs

3.10 Can compare different expressions of a cult@ean[recognise linguist

+++ and cultural closeness or distance]

3.10.1. Can use a range of different criteria to recogrusiural closeness or

+++ distance

3.10.2. Can recognise differences and similarities withardgo different domains

+++ of life in society {living conditions, working life participation in civig
activities, respect for the environment...}

3.10.3 Can compare the way in which features of a cultmeeexpressed in worgs

+++ and connotation {for example, the concept of time...}

3.10.4. Can compare different cultural customs and prastice

+++

3.10.5. Can recognise links between documents / eventathar culture with

+++ those of his / her own culture.

Can talk about languages and cultures

~

70

4 Can talk about explain aspects of his / her language / culty

+ other languages / other cultures

4.1 Can construct a system for explaining a featurdigher own culture

++ appropriate to a foreign interlocutor/ for explaigia feature of another
culture to an interlocutor of his/her own culture
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41.1 Can talk about cultural prejudices

++

4.2 Can identify and explain cultural misunderstandings
+

4.3 Can express what he / she knows about languages
+

4.4 Can produce arguments in favour of cultural divgrsi
++

5. Can use what one knows in one language to und&msd or communicate
in another one

5 Can use the knowledge and skills available in @mguage fo
+++ |understanding another one and expressing onesélf in
51 Can use the similarities between languages as egieat for
+++ understanding and producing language
51.1 Can construct a grammar of hypotheses < a set pthgses about the
+++ ways in which languages correspond or do not cpoms.
5.1.2. Can recognise the bases on which transfer of krdgeleis possible
+ < »transfer » = an element which enables a tramdfénowledge can be
made between languages [inter-language] or withen game language
[intra-language]
5.1.2.1 Can compare the bases for transfer between a tiggtiage and
+ knowledge of other languages available to the Earn
5.1.3. Can make inter-language transfers between a kn@amguhge and gn
unfamiliar language (transfers of recognition < ethiestablish a link
+++ between an identified feature of a known languagkafeature one seeks
to identify in an unfamiliar language> / transfefroduction <a language
producing activity in an unfamiliar language>)
5.1.3.1. Can apply transfers of linguistic form / set in roottransfer processes
++ based on perceived regularity or irregularity betwedifferent
phonological and graphical systems and taking agcoti phonetig
and phonological characteristics °
5.1.3.2. Can apply *ransfers of content (semantic)* < cacognise core
++ meanings within identified correspondences of megni
5.1.3.3. Can establish regularities of grammar in an unfamianguage on the
++ basis of both semantic and functional markers tatiomships in a
known language / can carry out transfers of fumctio
5.1.34 Can carry out « pragmatic » transfers* <can malké&sli between
++ communicative conventions of one’'s own language amdther
language >
5.1.4. Can carry out intra-language transfers which rawsareness of and extend
++ the range of inter-language transfers
515 Can check the validity of transfers which have beale
++
5.2 Can identify first language (L1) reading strategiesl apply them in
+++ learning other languages (L2 ...)
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6. Can interact

6 Can interact in situations where different langsagad cultures
++ |are in contact with each other

6.1. Can take account of the linguistic repertoire & thfferent participants
++ to communicate in bi- and plurilingual groups

6.1.1. Can reformulate what one wants to say

6.1.2. Can present an argument

6.1.3. Can discuss strategies for interaction

6.2. Can ask for help when communicating in bi- or pilngual groups.

++

6.2.1. Can express problems in speaking or in whaleding

6.2.2. Can ask an interlocutor to reformulate wizes been said

6.2.3. Can ask an interlocutor to repeat what leas Isaid in a simpler way
6.2.4. Can ask an interlocutor to change to andémguage

6.3. Can take account of sociolinguistic and socio-caltuifferences in
++ order to communicate better

6.3.1. Can use politeness formulae appropriately

+

6.3.2. Can use appropriate polite forms of address

+

6.3.3. Can use different speech registers according teithation

+

6.3.4. Can express himself / herself with nuances apmtprio the cultural
+ background of the interlocutor.

6.4. Can communicate « between languages »

+++

6.4.1. Can give an account in one language concerningmaton encountered
++ in one or more other languages.

6.4.1.1. Can present a commentary or an exposé in one lgedgo@sed on a
+++ plurilingual set of documents

6.5. Can activate bi-lingual / pluri-lingual modes ofhemunication

+++

6.5.1. Can vary / alternate languages / linguistic codesrimunicative modes
+++

6.5.2. Can produce a text in which there is a mix of laaggps

+++

6.5.3 Can exploit a third language common to the intetocs in order to
+ communicate
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7. Ability to learn

7 Can assimilate [learn] linguistic features or usageltural

+ references or behaviour which belong to fairly famlanguage
and cultures

7.1 Can memorise unfamiliar features

+

711 Can memorise unfamiliar sounds {simple phonetictuiess, prosodic

++ features, words..}

7.1.2 Can memorise features of unfamiliar scripts {letfeideograms, words

++ o}

7.2. Can reproduce unfamiliar features of a language

+

7.2.1 Can reproduce unfamiliar sounds {simple phonetiatudees, prosodic

++ features, words..}

7.2.2 Can reproduce features of unfamiliar scripts {lsttedeograms, words

++ ..}

7.3. Can exploit previous learning related to languages cultures to

+++ facilitate learning

7.3.1. Can profit from previous intercultural experiente€nhance learning

+++

7.3.2. Can use the knowledge and skills acquired in onguage to learn

+++ another language

7.4 Can exploit transfers made — whether successfuurmuccessful +

+++ between a known language and an unknown languagerdar to

assimilate features of the new language

7.5. Can construct a system for identifying correspondenand nor-
+++ correspondence between the languages known.

7.6. Can learn autonomously

+

7.6.1. Can organise learning in an autonomous way

+

7.6.2 Can use resources to facilitate language learning l@arning abouyt
+ cultures

7.6.2.1 Can use information sources concerning the contéxt foreign
+ language or culture

7.6.2.2 Can use linguistic reference tools {bilingual dictaries, grammar
++ summaries...}
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(D

7.6.2.3 Can use the help of others in order to learn (&sihan interlocutor t
+ correct mistakes / can ask for information or exptéon/)

7.6.2.4 Can use experience of the life in society for oneisn learning
+ {institutions, rituals, constraints of space ande}

7.7 Can reflect on learning processes in order to niagée more effective

+

7.7.1. Can define his /her own learning needs / learnbyjgatives

+

7.7.2. Can deliberately apply learning strategies

+

7.7.3 Can exploit the experience gained in previous legractivities to mak
+ new learning more effective [can apply transferkafning]

7.7.3.1. Can profit in learning from previous experiencesusing a languag
+++ and of competence and knowledge in another language

7.7.4. Can observe and check his / her own approachesutoihg

+

7.7.4.1 Can identify progress / lack of progress in leagnin

+

7.7.4.2 Can compare different learning pathways taking aot®f whethe
+ they are successful or not
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2. Commentary

1. Organisation

1.1 Predicates and objects

In the same way as for knowledge and skills, thecidgtors have a predicate and an object.
The predicate describes what kind of skill is reddrto €an observe, can listen, can identify,
can compare, can use, can interact, can make oowis, can memorise.and the object
expresses the object to which the skill can be iegplvriting systems (can observe-),
misunderstandings (can identify -) the repertoirfe iterlocutors (can take account of-)
contact situations (can interact id)

1.2 Categories and sub-categories
The list of descriptors is organised like this :

»Predicate 1
. at the first level according to predicates/, Object 1.1

. within each category according to < Object 1.2
categories of objects Object 1.3
Predicate 2

Object 2.1
Object 2.2
Object 2.3
Predicate 3
Object 3.1

1.3 Concerning the categories (the « predicates »)
We have identified 7 categories :

1. Can observe / Can analyse ; 2. Can recognise /identify ; 3. Can compare ; 4. Can talk
about language and culture ; 5. Can use what oaekin one language to understand and
communicate in another one; 6.Can interact ; 7lit4lo learn.

a) About how we chose thed$ :
The issue of mutual exclusivity :

This issue has been explained in the General Redgamn exemplified with a category fom
the list of skills.

We showed thaitdentify and comparewhich we found relevant to differentiate from each
other are not mutually exclusive since in all congza there is an underlying operation of
identification..

If we limited ourselves to this example the problewould seem fairly simple and it would be
solved by considering that identify includesmpare(which would be the equivalent of
saying thecan identifyis a “compound” resource — cf. General Presemtatibapter 3.2.3.).

47 |t is not our aim to present a precise, comprsivenlogical and semantic analysis of the desar$ptout to
provide a rough basis for explaining the way thstsliare organised. For further details, see thee@én
Presentation of CARAP, chapter 5.3.1.

48 The comments which follow concern the exampleneffirst three categories of predicatar{ observe / can
analyse ; can identify / can recognise ; can comparThey allow us to make comments — unless this is
contradicted by a specific study we have not uadtert — which are equally valid for the other catigoof
predicate..
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A second example — that of the connections betweerpareand analyse — shows us that the
relationships between these tow operations aremeimple and straightforward.

In can comparewe have included a descriptor (3.7.1) callédn compare the sentence
structures of different languages.

In order to compare sentence structure we havetlésslio analyse them (structures are not
observed directly as they are the product of atrattsoperation on the utterance we perceive
directly). This structural analysis (for which wave included a descript@an analysecf.
1.2.8) itself requires operations of the categcay identify ;to analyse the structure of a
sentence one must, for example, be able to iden&fatives(already encountered in another
sentence, for exampf®..And we know from the previous example thaéntify includes
compare...

The content of the previous paragraph could beesgmted by the following schema, in
which « a— b » reads « a presupposes / includes b »:

Can compare— can analyse—can identify«can compare®

In other words — and we will use this point latencerning the order of the predicates in the
list — according to the nature (more exactly theglexity) of the object being compared, to

compare either does or does not presuppose arsandltythe case of the lasin comparef

the schematic diagram we could have pushed thectefh further and shown that itt also

presupposesan observe {we will return to this last point.)

The issue of the operational complexity (and therefe of the predicates) :

In the previous paragraph we suggested an anafysihich identify « included »compare
and madean identifya compound resource.

Another example, taken from the second exampl&enprevious paragraph, will show how
uncertain such decisions are. Can it be said ¢aatcompare (sentence structure between
different languagess includes »can analyse (syntactic structuredjf’the illustrative schema
we took care to use “presupposgsilongside « includes ». The first analysis whiphirgys

to mind is thatcompare syntactistructures is a different operation fraanalyse syntactic
structures, which supposes that the analysis haadyl been carried out, and is in addition to
the operation of analysis.

In this case, then, nothing forces us — at leath vagard to the relationship betweesn
compareand can analyse- to considercan compare sentence structura@s a compound
resource which includesan analyse sentence structures.

One can wonder whether the same kind of analysisally impossible for the relationship
betweendentify andcompare.ls it not, here too, a case of two successiveatipeis? There
is first an operation of comparison, then, sepérateom the first, an operation of
identification, presupposing the previous procbkss without including it. In this analysean
identify is no longer to be classified as a comgbresource, but as a simple one.

49 |nstead of negation, we could have taken verlih (@gard to their endings) as an example. Bt would
have meant, in turn, analysing the verb, which @wdwve complicated the example. But this shows thew
intertwining of processes is a constant realityd a® have limited our comments to an illustratidrthe
principle.

50 \We have taken care not to presnt a circular sehamnwhich we would have mixed up the ta@n compare
in a single example. It is obvious that while eacbcess is one afomparisonit is not applied to the same
objects.

51 we use « presuppose » here as an extra-linguistizence, not as a category of semantic analysis
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We are convinced, therefore — unless a deeperasdhljan we have been able to carry out
changes our view — that:

= in the reality of cognitive processes, integration non-integration of the two
operations depends on the nature (its difficulty, éxample) of the task and the
context (in a broad view, including previous leaghand its availability) in which it
takes place;

= here we reach the limits, inherent to any attenpt develop descriptors of
competences out of context.

(These comments concord with those in chapter 322.the General Presentation about
whether a resource is simple or compound).

Can observe / can analyse: how they vary accordirtg the complexity of the objects:

The alternation betweenbserve / analyseseems to a great degree to depend on the
complexity of the objects concerneinalysiscannot be applied to objects which are simple
(if one takes a letter of the alphabet as an olnth cannot be decomposed, one can only
observe it, not analyse it) and appears therefotgeta variant obbservation.This justifies
grouping the two in a single category.

If the objects which appear to be « by their natufe reality) more complex (aauthentic
documentl.3.3 ; syntactic structures ; 1.2.8 efcseem rather to require the predicatn
analysethancan observehis variation is not an automatic one. It depemats

= the absence of a « borderline » beyond which a&colg in itself complex : from this
point of view, objects are in a continuum ;

= the fact that — as we have said — complexity <emlity » is only one of the factors
which decide the choice betweehserveandanalyse:the other factor is the way in
which the object is viewed by the person speakingutit, either as an object to be
seen globally, and therefore not complex, or asmapound object, whose parts (and
how they are related) are to be examined..

So it will be no surprise that both terms can bedufr the same object (cf. 1.2.&an
observe / analyse syntactic structures)

Can identify / can recognise : a variant due to thebject’s environment :

We will take the two following tasks and try to k&ge xxxxx and yyyyy byidentify or
recognise

1) a task where the object to be identified is alonke( wordtutti written on a
single label which one has before one); one carttsgubject must xxxxx the word
tutti (saying, for example: “ this is the word | met wigbsterday, | remember this
word”);

2) a task where the object to be identified (still viherd tutti) is in a text or a list
of words which the subject is looking at ; one say that the subject must yyyyy the
word tutti (saying, for example “I have found the word youeskkne to find. It's a
word | saw yesterday. | remember it. »).

One can use :
= identifyfor xxxxx or yyyyy (task 1 ou 2) ;
= recogniseonly for yyyyy (task 2).

S2For choosing between these two predicates we hegre guided by the expressions used in the resource
publications.
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(translator’'s note — | am not sure that the disiimcbetween Frenchdentifier and repérer
holds for Englishdentifyandrecognisé

It seems therefore tenable to considgrogniseas a variant oidentify,usable only when the
object to be identified is located in a large datlgects viewed as being of the same kind.

b) Concerning how they are ordered:
From metalinguistic to communicative use:

It is easy to see that the list begins with categoconnected to metalinguistic observation
and reflection and ends — apart from the categbgbdity to learn- with categories related
to communication in action.

Here too, however, it is more of a continuum thaao distinct domains. Most of the skills in
the first categories can also be applied in comoative situations as well as reflective ones
(typically: reflection about language in a languatgss) as an aid to a communicative act.

About the categoryability to learn

In chapter 5.4 of the General Presentation we tbalithe decision to group some skills in a
particular category did not imply that the resosrte be found there were the only ones that
contribute to the competence of building and broadg a plural linguistic and cultural
repertoire.

Thus, numerous descriptors which are not inab#ity to learncategory — whether they are
metalinguistic (likeCan analyse pragmatic functions, Can perceive &hatosenesspr refer

to action in a communicative situation (lik€an activate bi- plurilingual modes of
communication, Can ask an interlocutor to rephrase also make a large contribution to
building / broadeningne’s own repertoire.

The categoryAbility to learn, groups descriptors whose predicates refer to anitegr
operation ¢an memorise, careproduce) or whose objects do not refer to linguar cultural
features, but to aspects of the learning donepioaches to learning, experience, ngeds

A complementary axis which is somewhat illusory -rém simple to complex:

As far as possible, we have tried to add a secaigdshowing progress from simple (in the
sense of non-compound) to complex (to the most cumg) to the first axis (from the
metalinguistic to communication).

The comments we made above concerning the compleikihe relationships of inclusion or
presupposition (cf. the meanings allotted to «udel» and « presuppose ») between the
operations which our predicates are applied to sth@wimitations of this attempt. If it is true

— as we saw Iin the caseadmparebut also in the variation betweebserve / analyse that

the degree of complexity of an operation depends al perhaps principally — on the
complexity of the object to which it applies, tlke@ of an order based on the predicates own
complexity is to a great extent illusory.

Nevertheless, intuitively, an order suchGen observe / analyse — Can identify / recognise —
Can compare seems tenable. This is perhaps because of anaihectaof complexity which

is the number of objects to which the operatiormpgplied.: observeand analyse can be
applied simply to a single object (one can obséraralyse a syllable — even though it may
imply that one refers to other syllables) whereaspare( as well asdentify or recognise
since they include or presuppasempare have to be applied to more than one object.

The existence of an order from simple to complexvben the first three categories and those
which follow is clearer. They are basically metglistic categories which can be
components of more complex activities related tmmmmnication.
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1.4Concerning sub-categories (the « objects »)
a) How they were chosen:

If we except some constraints of the kind we exgdiabove foCan analys€the object is
necessarily complex) most of the linguistic or wtdl objects in the descriptors of the list
look as if they could be combined with most of hedicate$3 We will just take two
examples to illustrate this,

= the politeness formulaancluded in 6.2.3 in the descriptd@@an use politeness
formulae appropriatelyould also be used as the object of the predic2a®sobserve
/ analyse — Can identify / recognise - Can compaan talk about / can use ... of one
language to understand of communicate in anothey on

= the systems of writingnentioned in 1.2.4 in the descript@an observe writing
systems could also be used as the objects of ptedisuch a€an observe / analyse
— Can identify / recognise - Can compare / can #&dkut / can use ... of one language
to understand of communicate in another 6@&an use appropriately;

Here there is a problem of cross-classificationtfed General Presentation of CARAP, point
5, where the example used comes from the skills)

The solution adopted for the skills list has begericdlows: we have not included all possible
combinations, but only those which — in conformitigh the pedagogic aim of our work — can
be considered as constituent parts of the compesewe can aim to acquire — at different
levels of learning — through using pluralistic apgehes to languages and culture. In order to
apply this principle of pedagogic reference, weeheslied — as is emphasised in the General
presentation of the framework — both on what hessadly been described by other authors and
our own experience and expertise in the field.

b) How the objects were ordered :
Within each category of predicate, we have combg®abral ordering principles:

= the general descriptors (for example, those whiehcancerned with methodology
like Can use /Masters analytic processés]) are placed before those applied to
specific objects (such &an analyse pragmatic functidh2.10);

= those dealing with language before the ones ahduuire ;
= the less complex objects before the more comples on

= within the sections on language, the signifier (pdtec the graphical) before what is
signified (what is referred to, then pragmatic, reneelevant).

53 For the time being we have resisted the tempiatiodo a detailed analysis which might have befen o
epistemological interest.
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2. Notes on terminology

Reminder : see also the terminological commentsutaltbe whole of the framework
especially forunderstandandRecognise

Identify
This word can have the basic meaningS6f :

example: identify a word as being the same as tbeady encountered;

b. an operation which leads one to decide that arcobgongs to a class of objec
with a common characteristic. For example: idenéifyord as one of thiwan
words used in several languages from the Araaiéfg

In both cases « identify » poses the question @kd¢fdentity » of the object. But the

identify the characteristics of a culture «in theaming «being able to take note
these characteristics / to say what they are».

= We useidentify (like recognise cf. 1.3 below) only in meanings a et b above.
the other uses we prefer other verbs (8gecify, decide on)..

Recognise
See identify, above.

Transfer / make a transfer

which one has available in another language.

54 cf. D’Hainaut 1977, p. 205.
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a. an operation which leads one to decide that onecoblgnd another object (or
more precisely : two occurrences of the same gbge the same object. Ror

=

are examples of “identify” which are not about diugess of identity. For example “can

We use this expression to indicate any processtirity (reflective or communicative)
concerning languages and cultures which profitsftbe knowledge, skills or attitudes
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APPENDIX

List of the resources publications used in the diegment of CARAP
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Scientifica Pedagogica Experimentalis, XLI, 2, 285-300.

Armand, F., Maraillet, E.& Beck, A.-l. (2003). Eveil au langage et ouverture a la diversité linguistique :
le projet ELODIL. [Présentation effectuée au Colloque «Dessine-moi une école» - Québec].
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Grid for collecting items from the resource publicdions

Bibliographic

references

Filled in by : Date collected :

What kind of learners are Nurhse Primary | Secondary Uppgr Egﬁgh?r %dultt_ All tTe{;u;her
referred to in this work (tick o (kinsger%%rt. Secgr?d ary ucation | € gﬁa' faining
specify in the bottom row ) vocational

Wnatplualstc approaches are|  IUSGEE | N EORI oA S| 5 Ehouase| Semosches | oeshy |
mainly dealt with didactics languages

WHAT IS TO BE FOUND IN THE WORK :

Descripotrs of competence)sfput a cross if so) :

Formulation exactly transcribed/ exact transcription of each
competence selected + page (also : chapter, item)

ATT/
L&C
ATT/
DIV
CONF
AN
OBS
COM
APPUI
LANG
CULT
LANG
CULT
SAV
SAV-F
SAV-E
SAV
ADD
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Concepts useful for our work (if so, put a crosthim box and specify what they are) :

Typologies of competence ( put a cross ... and spadift types of competence) :

Examples of pedagogic activities (put a cross ...spetify for what types of competence) :

Interesting information about curriculum designisgkaccount of pluralistic approaches (put a cros@and specify wh
approaches in a few words) :

Bibliographical references to ideas which are udefuthe project (put a cross ... and say what ifleas

Information about how certain objectives can baiaéid at different levels of education (put a crasand give a brid
summary) :
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Abbreviations used in the grid

SAV Savoir (Knowledge)

SAV-F Savoir-faire (Skill)

SAV-E Savoir-étre (Attitude)

SAV-APP Savoir-apprendre (Ability to Learn)

ATT/L&C Attitudes of curiosity / interest / receptivenesdanguages (and their speakers) and cultures.

CONF Confidence of the learner in his / her ability éarn

AN-OBS Competences in observing and analysing languagatewdr they may be

LANG- Ability to see languages in the context of theiks with cultural variants and fully to understahdse variants

CULT

APPUI Appui (Eng : support) Ability to use the understiggdof a feature from one language or culture fopsut a better
understanding — by means of similarities or contrasf a feature of another language or culture

ATT/DIV Attitudes which are positive towards diversity

COM Plurilingual communicative competence (ability eufeatures of several languages within discoasmrding to
the communicative situation) 1

LANG The competence described refers to language

CULT The competence described refers to culture
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